Mentor teachers, program supervisors, and peer coaching in the student teaching experience : a phenomenological study of the experiences of mentor teachers, program supervisors, and interns. by Lu, Hsiu-Lien
University of Massachusetts Amherst 
ScholarWorks@UMass Amherst 
Doctoral Dissertations 1896 - February 2014 
1-1-2007 
Mentor teachers, program supervisors, and peer coaching in the 
student teaching experience : a phenomenological study of the 
experiences of mentor teachers, program supervisors, and 
interns. 
Hsiu-Lien Lu 
University of Massachusetts Amherst 
Follow this and additional works at: https://scholarworks.umass.edu/dissertations_1 
Recommended Citation 
Lu, Hsiu-Lien, "Mentor teachers, program supervisors, and peer coaching in the student teaching 
experience : a phenomenological study of the experiences of mentor teachers, program supervisors, and 
interns." (2007). Doctoral Dissertations 1896 - February 2014. 5790. 
https://scholarworks.umass.edu/dissertations_1/5790 
This Open Access Dissertation is brought to you for free and open access by ScholarWorks@UMass Amherst. It 
has been accepted for inclusion in Doctoral Dissertations 1896 - February 2014 by an authorized administrator of 
ScholarWorks@UMass Amherst. For more information, please contact scholarworks@library.umass.edu. 

University of 
Massachusetts 
Amherst 
Library 

■ 
■ 
_
 

This is an authorized facsimile, made from the microfilm 
master copy of the original dissertation or master thesis 
published by UMI. 
The bibliographic information for this thesis is contained 
in UMTs Dissertation Abstracts database, the only 
central source for accessing almost every doctoral 
dissertation accepted in North America since 1861. 
T T\/f T Dissertation 
UIV11 Services 
From:Pro6suest 
COMPANY 
300 North Zeeb Road 
P.O. Box 1346 
Ann Arbor, Michigan 48106-1346 USA 
800.521.0600 734.761.4700 
web www.il.proquest.com 
Printed in 2008 by digital xerographic process 
on acid-free paper 
. 
■ 
MENTOR TEACHERS, PROGRAM SUPERVISORS, AND PEER COACHING IN 
THE STUDENT TEACHING EXPERIENCE: A PHENOMENOLOGICAL STUDY 
OF THE EXPERIENCES OF MENTOR TEACHERS, PROGRAM SUPERVISORS, 
AND INTERNS 
A Dissertation Presented 
by 
HSIU-LIEN LU 
Submitted to the Graduate School of the 
University of Massachusetts Amherst in partial fulfillment 
of the requirements for the degree ot 
DOCTOR OF EDUCATION 
September 2007 
Teacher Education and School Improvement 
School of Education 
UMI Number: 3289285 
Copyright 2007 by 
Lu, Hsiu-Lien 
All rights reserved. 
_ _# 
UMI 
UMI Microform 3289285 
Copyright 2008 by ProQuest Information and Learning Company. 
All rights reserved. This microform edition is protected against 
unauthorized copying under Title 17, United States Code. 
ProQuest Information and Learning Company 
300 North Zeeb Road 
P.O. Box 1346 
Ann Arbor, Ml 48106-1346 
© Copyright by Hsiu-Lien Lu 2007 
All Rights Reserved 
MENTOR TEACHERS, PROGRAM SUPERVISORS, AND PEER COACHING IN 
THE STUDENT TEACHING EXPERIENCE: A PHENOMENOLOGICAL STUDY 
OF THE EXPERIENCES OF MENTOR TEACHERS, PROGRAM SUPERVISORS, 
AND INTERNS 
A Dissertation Presented 
by 
HSIU-LIEN LU 
Approved as to style and content by: 
Linda L. Griffin, Chair 
Cynthia J. Rosenberger, Member 
Bing Liang, Member 
Christine B. McCormick, Dean 
School of Education 
MENTOR TEACHERS, PROGRAM SUPERVISORS, AND PEER COACHING IN 
THE STUDENT TEACHING EXPERIENCE: A PHENOMENOLOGICAL STUDY OF 
THE EXPERIENCES OF MENTOR TEACHERS, PROGRAM SUPERVISORS, AND 
INTERNS 
A Dissertation Presented 
by 
HSIU-LIEN LU 
-V 
DEDICATION 
TO 
MY MOTHER AND LATE FATHER 
Their courage, perseverance and positivity towards lives and interdependent, trustful 
and cherished marriage have been tremendous legacies and invaluable lich soil that 
foster and sustain me along the way across many aspects of my life. 
ACKNOWLEDGMENTS 
1 would like to extend my heartfelt gratitudes to those who academieally 
supported to make this dissertation possible. My foremost sincere gratitudes go to my 
committee chair, Linda Griffin, for her discerning guidance, precise instruction and 
constant generosity throughout the study. Without her support, I would not be able to 
complete this study within such a limited time. Secondly, many thanks extend to my 
other committee members, Cynthia Rosenberger, for being warmly receptive, graciously 
encoursins; and generously resourceful, and Bing Liang, foi his intellengent statistical 
assistance and generous support to be my committee member. Thirdly, special thanks go 
to Masha Rudman and Pat Dotts, who warmheartedly encouraged and led me to the gate 
to preservice teacher education when I was still a bewildeied fresh graduate student in 
the building of Furcolo. They both steered the path of my life at its critical moments. 
Fourthly, I would like to convey my gratitude to the professors who taught me 
the techniques and theories about research and preservice teacher education in UMass, 
the interns, colleagues and classroom teachers that I worked with over the years. These 
experiences have fostered the foundation and insights into the topic of my study. 
Finally, many thanks go to my critical friends and colleagues. To Erold Bailey, for his 
bighearted sharing with updated information, academic knowledge and electronic 
techniques. His unfailing friendship, as well as those of his family, made my graduate 
life throughout a lot easier. To Bobbie Coleman, tor her modeling of perseverance and 
exchanging of scholarly thoughts. My warmest wishes go to her. To Sally and Dave 
Teague for their generous editorial assistance. To Tara Nappi, David Donaldson, Ruth- 
Ellen Verock-O’Loughlin, Laurice Guillory, Xinmei Ge, Arlene Seldin, Denise Dejnak, 
v 
Fang Liu, and Tammie Samuels, for their unique and diverse contributions at various 
points of my study. 
My gratitudes extend to my generous interviewees, who acknowledged that they 
meant to pass on their experiences to help people with interest in the topic, spent theii 
precious hours and shared their experiences and expertise trustfully, which have been 
invaluable to the study. Also to the people in the samples, thanks for their unselfish 
support to the surveys. 
My deepest gratitudes go to my beloved husband, Kuo-Dung Tsai, for being my 
loyalest critical friend, best listener and most steadfast supporter. And to my precious 
daughter, Anna Chi-En Tsai, for striving to make wise choices in school and in life and 
for being thoughtfully considerate and sweethearted. You both have been my strongest 
comfort and inspiration. My heartfelt thanks extend to my other extensive relatives - 
Mom, Sister, brothers, aunts, cousins, and many others, for being the hometown of my 
soul. Thanks to you all! 
I would also thank the brothers and sisters in Amherst Chinese Christen Church. 
To my co-leader in youth fellowship, Noel Yu, for taking the lead so that I could be free 
from preparation. To Hannah Tan, for special kindness in suppoiting me the way I 
needed. For Ethan and Ian Yu, for being sweethearts to me. To the members in my bible 
study group, for keeping me in perspective. To numerous other bothers and sisteis, foi 
constantly keeping me in their prayers. 
In the basics is my gratitude to God, who is the source of my wisdom, stiength. 
peace, and joy. 
ABSTRACT 
MENTOR TEACHERS, PROGRAM SUPERVISORS, AND PEER COACHING IN 
THE STUDENT TEACHING EXPERIENCE: A PHENOMENOLOGICAL STUDY 
OF THE EXPERIENCES OF MENTOR TEACHERS, PROGRAM SUPERVISORS, 
AND INTERNS 
SEPTEMBER 2007 
HSIU-LIEN LU, B.A., TAIWAN NORMAL UNIVERSITY 
M.A., UNIVERSITY OF MASSACHUSETTS AMHERST 
ED.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Linda L. Griffin 
This dissertation explored the perspectives of mentor teachers, program supervisors and 
interns in a preservice licensure program in a research-based flagship university in 
northeast on the roles, influences and preparation of mentor teachers, program 
supervisors, and peer coaching. Surveys were designed and administered to all 15 
program supervisors, 69 mentor teachers and 69 interns in the program (with effective 
responsive samples of 12, 50 and 52 and responsive rates of 80%, 72% and 75% 
respectively) to capture a quick snapshot of the samples’ descriptive characteristics, 
such as attitudes, opinions, and preferences towards the three components and to 
provide additional prompts of inquiry. An interviewing approach was utilized. Totally 
24 participants were selected — program coordinator, 8 program supervisors, 7 mentor 
teachers, and 8 interns. Each participant received two semi-structured in-depth 
interviews, each of which lasted about 90 minutes. Program documents were collected 
to reveal the requirements and expectations of the program. Results demonstrated that 
mentor teachers were the most vital to interns learning to teach; that program 
Vll 
supervisors helped interns the most in learning about clinical supei vision, and that pcei 
coaching was the most helpful to interns in emotional support. Each lole was compaied 
to a unique set of analogies, the utilization of which concretized the desciiptions oi each 
role's responsibilities and influences. Each member of the triad was not 
programmatically prepared for his/her specific role. Based on the issues and concerns 
emerged from the practice of each component, a rationale and an implication plan ol 
action for the preparation of each role were developed. 
TABLE OF CONTENTS 
Page 
ACKNOWLEDGMENTS.v 
LIST OF TABLES.xin 
CHAPTER 
1. INTRODUCTION...1 
Statement of the Problems.5 
Purpose and Research Questions.7 
Significance of the Study.7 
Defining the Terms.9 
2. LITERATURE REVIEW.11 
The Mentor Teacher...12 
Evolution of the Mentor Teacher.13 
Roles and Responsibilities of the Mentor Teacher.17 
Preparation of the Mentor Teacher.20 
Match and Selection of Mentor Teachers and Interns.23 
Power Dynamics in the Student Teaching Triad.26 
Benefits of Mentoring. 28 
Factors Affecting Mentoring...•.30 
Summary.31 
The University Supervisor.33 
Evolution of the University Supervisor.33 
Roles and responsibilities of the University Supervisor.38 
Preparation of the University Supervisor.42 
Summary.44 
Peer Coaching in Preservice Teacher Education.46 
Evolution of Peer Coaching.46 
Research on Peer Coaching in Preservice Teacher Education.48 
Commonalities of the Studies 51 
Differences in the Studies 53 
Summary 59 
3. METHODS 60 
Rationale of Research Approaches 
Methods. 
Study Setting. 
Participants. 
Data collection. 
Data Analysis. 
Research Validity. 
Researcher Profile 
62 
66 
73 
74 
75 
76 
Summary 77 
4. MENTOR TEACHERS 78 
How Mentor Teachers Helped Interns During Student Teaching 
The Influences of Mentor Teachers During Student Teaching 
The Roles of Mentor Teachers... 
The Progressive Steps of the Mentoring Procedure. 
How Mentor Teachers Learned the Roles 128 
The Paths to Learning the Roles. 
Building a Rationale for Mentor Teacher Development: Issues 
and Concerns. 
Mentor Teacher Development: Implication Plan of Action. 
129 
132 
149 
5. PROGRAM SUPERVISORS 162 
How Program Supervisors Helped Interns During Student Teaching. 
The Influences of Program Supervisors During Student Teaching 
The Roles of Program Supervisors. 
How Program Supervisors Learned the Roles. 
The Paths to Learning the Roles. 
162 
162 
167 
196 
196 
x 
Programmatic Supports: Program Supervisor 
Development.202 
Non-programmatic Learning Channels: Program 
Supervisor Development.207 
Building a Rationale for Program Supervisor Development: 
c Oil 
Issues and Concerns.z11 
Program Supervisor Development: Implication Plan ot Action.221 
6. PEER COACHING...231 
How Peer Coaching Helped Interns During Student Teaching.231 
The Influences of Peer Coaching During Student Teaching.231 
The Roles of Peer Coaching.234 
How Interns Learned to Perform Peer Coaching.258 
The Paths to Learning to Perform Peer Coaching.258 
How Program Supervisors/Mentor Teachers Supported Interns 
for Peer Coaching.264 
Building a Rationale for Peer Coaching Preparation in Preservice 
Teacher Education: Issues and Concerns.269 
Peer Coaching Preparation in Preservice Teacher Education: 
Implication Plans of Action.277 
Implication Plan of Action for Program Preparation.277 
Implication Plan of Action for Intern Preparation.294 
7. DISCUSSIONS, IMPLICATIONS, LIMITATIONS, AND 
RECOMMENDATIONS FOR FUTURE STUDIES.302 
Contrast and Comparison of the Influences and Roles of the Three 
Components During Student Teaching.302 
Contrast and Comparison of the Preparation for the Three Components.309 
Discussion of the Mixed Methods for this Study and Limitations of the 
Stu y.216 
Recommendations for Future Studies.319 
APPENDICES.221 
A. SURVEY CONSENT LETTER.222 
B. PARTICIPANT INFORMED CONSENT LETTER.323 
xi 
C. SURVEY (FOR MENTOR TEACHERS). 325 
D. SURVEY (FOR PROGRAM SUPERVISORS).329 
E. SURVEY (FOR INTERNS).333 
BIBLIOGRAPHY.337 
xii 
LIST OF TABLES 
Table PaSe 
1. Overview of the Studies.49 
2. Flow Chart of ECETEC Supervision.65 
3. Mentor Teachers’ Basic Information.68 
4. Program Supervisors' Basic Information.70 
5. Student Teachers’ Basic Information.71 
6. Ratings on Mentor Teachers’ Helpfulness to Interns Learning to Teach.79 
7. Rating on Mentor Teachers’ Helpfulness to interns Learning about 
Clinical Supervision.80 
8. Emotional Support from Mentor Teachers.81 
9. How Mentor Teachers Learned the Roles.129 
10. Mentor Teacher Preparation.130 
11. Rating on Program Supervisors’ Helpfulness to Interns Learning to 
Teach.163 
12. Rating on Program Supervisors’ Helpfulness to Interns Learning about 
Clinical Supervision.164 
13. Emotional Support from Program Supervisors.164 
14. Number Counts of Participants for Each Analogy of Program 
Supervisors.170 
15. How Program Supervisors Learned Their Roles.197 
16. Preparation of Program Supervisors.198 
17. Rating on Peer Coaching's Helpfulness to Interns Learning to Teach.232 
18. Rating on Peer Coaching Helpfulness to Interns Learning about Clinical 
Supervision.^32 
19. Rating on Emotional Support from Peer Coaches.233 
20. Number Counts of Participants for Each Analogy of Peer Coaching.234 
21. How Interns Learned to Perform Peer Coaching. 259 
22. Peer Coaching Preparation.260 
23. Comparisons of the Helpfulness of PS/MT/PC to Interns.304 
24. Choice for retaining MT/PS/PC in Student Teaching.314 
CHAPTER 1 
INTRODUCTION 
...Preservice programs can make a difference, especially when they ... integrate 
courses and fieldwork, use student and/or faculty cohorts to intensify the experience and 
attend to students' entering beliefs and their evolving professional identity and practice. 
Feiman-nemser (2001) 
Student teaching is the most critical and valuable experience for teacher 
education students in their professional preparation and teacher education programs can 
strengthen this experience by providing effective and elficient support to secure the 
theory-practice transfer (Feiman-Nemser, 2001). Student teaching is a time when 
student teachers examine their own presumptions and choices about being a teacher. It 
is a time when student teachers test their beliefs in education, observe, reflect upon, and 
try out the theories and practices advocated by the program. Student teaching is also a 
time when student teachers explore their self-images and identify who they are as a 
classroom teacher and what they like to do and can do in a classroom. Comprehending 
the importance of field experiences to student teachers, recent education reformers 
proposed that student teachers spend extended periods of time in the field (Carnegie 
Task Force on Teaching as a Profession, 1986; NCATE, 1981, 1982; NCTAF, 1996). 
Research on student teaching shows that teacher education programs do respond 
to the call of reform and extend the field experience in idiosyncratic manners. Here are 
some examples. Some methods course require that students practice teaching in 
classrooms (Bowman & McCormick, 2000; Jenkins, Hamrick, & Todorovich, 2002). 
Some programs extend the field experience to 3 days in the first semester and 5 days in 
the second, which takes up most of the time during their program study (Gemmell, 
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2003). Some adapt a collaboration model between the teacher education program and 
local public schools where they place their students (Cornell, 2003). Some develop a 
long-term partnership with public schools in a Professional Development School model 
where student teachers work intensively with mentor teachers in the field (Ross, 2002). 
Extending the field experience alone does not help student teachers develop 
professionally. The transfer of theory to practice tends to leave shadows of gray areas 
that learners themselves cannot identify and overcome and that these gray areas make 
the transfer impossible (Joyce & Showers, 1995). The success ot tianstei horn theoiy to 
practice requires supervision that constantly facilitates critical reflection attei practice. 
The quality of supervision, hence, has the potential to critically impact the effects ot 
student teaching experiences. Teacher education programs have been aware ot the 
importance of supervision and have explored various supervisory attempts. 
A preservice field experience supported by three supervisory components, 
namely a mentor teacher, a university supervisor, and an innovative addition-peer 
coaching (referring to the dual roles ot a student teacher — being a peei coach and a peei 
teacher), is an emerging experiment and practice in preservice teacher education. 
Oftentimes field experience in preservice teacher education is co-constructed by a 
traditional student teaching triad, comprised of a mentor teacher, a university supervisor, 
and a student teacher. In this triad model of field experience, student teachers tend to be 
passive under supervision of the two experienced professionals. Recently peei coaching 
has increasingly been considered as a significant component in the piacticum by some 
teacher education programs, for peer coaching is found to be beneficial to the student 
teaching experience and has the potential of making student teachers become active 
learners (Weiss, 2001). 
The traditional supervisory triad has long being a source of concern in teacher 
education. A mentor teacher is the most essential in the student teaching experience 
(Clement, 2002; Morgan, 1999). A mentor teacher facilitates opportunities to learn to 
teach (Knowles, 1980; McWilliams, 1995), serves as a professional guide (Koskela & 
Ganser, 1998; Kyle, Moore, & Sanders, 1999), models professional interaction 
(Knowles, 1980; Shantz & Brown, 1999), and supports the transition from being a 
student to a professional teacher (McWilliams, 1995; Shantz et ak, 1999). 
On the other hand, some inherent factors prevent a mentor teacher from being 
whole-heartedly devoted in this endeavor. First, tension raising between the mentor 
teacher and the program supervisor is one (Rodgers, 2004; Slick, 1998a; Veal & Rikard, 
1998). The program supervisor tends to be viewed as an authority figure representing 
the program. This assumption may have challenged the authority of the mentor teacher, 
who is in charge of the classroom and who may think that he/she is in charge of the 
student intern as well (Rodgers, 2004; Slick, 1998b; Veal & Rikard, 1998). Further, the 
priority of a mentor teacher is the students, rather than the student teacher; hence, time 
constraint becomes a critical factor that hinders mentoring efforts (Kent, 2001). 
Furthermore, the lack of proper training on adult learning is another factor that affects 
mentoring quality as mentor teachers work with children most of the time. It is 
challenging for mentor teachers to understand young adult learners (Fawcett, 1995). 
Finally, poor communication between the university and the schools puts mentor 
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teachers in a situation where they teel perplexed about their expectations (Koskela et al., 
1998). 
The findings on the roles of university supervisors tend to be mixed and 
university supervisors tend to be controversial figures in the tiiad. Often, they are 
believed to be able to strengthen the partnership between the school site and the 
university and to enhance the practicum experience and the campus program (Beck & 
Kosnik, 2002). At times, however, they are considered outsiders and professionals who 
live in an ivory tower and do not know the classroom reality (Cornell, 2003; Wilson, 
McClellend, & Banaszak, 1995). 
Over the years, the role of university supervisors has shifted in response to 
teacher education reforms. Their roles were first narrowly defined to monitor student 
teaching and to offer feedback to change student teaching behaviors and practices. 
Recently, they have become professionals who engage student teachers in critical 
reflection about their performance regarding instruction, management, students, school, 
and society (Glickman, Gordon, & Ross-Gordon, 2004). For the last decade, in various 
teacher education programs, particularly in Professional Development Schools (PDSs) 
settings, the role of university supervisors has shifted to address the needs of a broader 
school context, in addition to observing and conferencing with student teachers and 
mentor teachers (Gimbert & Nolan, 2003; Gray, 1999; Nolan, 2000, Sienty, 1997). 
Peer coaching, derived from inservice professional development (Bruce Joyce & 
Showers, 1980), has been employed in preservice teacher education since the 1980s 
(Englert & Sugai, 1983) and is found to be beneficial to the student teaching experience. 
Research findings indicate that peer coaching promotes collegiality (Neubert & Stover, 
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1994), collaboration (Arnau, Kahrs, & Kruskamp, 2004), and instructional improvement 
(Hudson, Miller, Salzberg, & Morgan, 1994). 
Pierce and Miller (1994) found that peer coaches are about as effective as 
university supervisors and suggested that peer coaching be a potential cost-el I ective 
alternative to traditional university supervision. Other researchers found that peer 
coaches generally lack skills to provide feedback and analyze lessons (Jenkins et al., 
2002; Neubert & McAllister, 1993; Ovens, 2004) and are under time pressure (Neubert 
et ah, 1994). These findings imply that peer coaches should not be a substitute to 
university supervisors, but rather a supplement and an addition to traditional supervision 
of field experiences (Hudson et ah, 1994). 
With all the pros and cons facing the traditional student teaching triad, peer 
coaching has been added to the triad and piloted in some teacher education programs 
(Gemmell, 2003). Nonetheless, how the triad components and peer coaching work 
together remains an area to explore. Thus, this study will focus on the supeivisoiy 
components of mentor teachers, university supervisors, and peer coaching and exploie 
how these components perceive their experiences in helping student teachers develop 
professionally in the field experience. 
The following section of this chapter describes four areas; (a) the statement of 
the problems, (b) the puipose and the research questions that guide this study, (c) the 
significance of the study, and (d) defining the terms. 
Statement of the Problems 
The combination of the traditional triad and peer coaching in the field 
experience is seldom found in literature. Individually, the traditional triad and peer 
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couching hnve received u consideruble amount ot attention fiom teseaicheis. In light ot 
its long history, research on the roles and effects of the traditional supervisory triad has 
been well documented. In the last two decades, peer coaching implemented in the 
student teaching experience in preservice teacher education programs has also been 
found in studies. However, the incorporation of peer coaching in conjunction with the 
traditional triad has not been attentively explored. 
In the research on peer coaching, the voices other than student teacheis aie 
missing (Bowman & McCormick, 2000; Gemmell, 2003; Kurtts & Levin, 2000; 
Mallette, Mabeady, & Harper, 1999; Ovens, 2004). The omission ot othei voices 
misleads readers’ understanding in some aspects. First, it sends out the message that it is 
not important how other components in the field perceive their experience oi that 
whatever student teachers described is precisely how othei members teel in this 
experience as well. Second, the omission of other voices might lead readers to believe 
that peer coaching is the only type of supervision in teacher education piogiams. 
The potential impact of peer coaching in conjunction with the student teaching 
triad in the preservice preparation on the long-term education of teacheis is a topic that 
has seldom been studied. Teacher education is a continuum, consisted of professional 
development phases of preservice and inservice teachers. Preservice preparation is in the 
beginning phase of this continuum and is the most controllable in these continuing 
efforts. Preservice preparation is also the most powerful and critical phase to develop a 
teacher professionally. Preservice preparation programs, thus, given the institutional 
resources and authority that they inherently own, can and should be devoted in 
providing the most feasible and beneficial learning strategies to ensure that student 
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teachers are eager and likely to carry these ways of learning over to inservice 
professional development. For a licensure preservice program that incorporates three 
supervisory components in the field experience, whether these collaborative supervisory 
efforts hold this potential is worth examining. 
Purpose and Research Questions 
The puipose of this study is to explore the perspectives of the supervisory 
components of a licensure program, which include mentor teachers, university 
supervisors, and peer coaching. Specifically, I investigated the roles, responsibilities, 
influences, and preparation of these supervisory components. The research questions 
that guide this inquiry are: 
1. To what extent does a mentor teacher/university supervisor help preservice 
teachers’ development during student teaching? 
2. To what extent does peer coaching help preservice teachers’ development during 
student teaching? 
3. How does a mentor teacher/university supervisor/peer coach learn his/her role? 
Significance of the Study 
This study is significant in the following aspects. First, this study depicts a 
comprehensive picture of collaborative supervisory efforts that are made by mentor 
teachers, university supervisors, and peer coaching, which is scarcely found in research. 
Traditionally, preservice supervision refers to the work of university supervisors and 
mentor teachers, who, consequently, have been the focal interest of researchers. Peer 
coaching, on the other hand, has recently been developed and implemented in preservice 
teacher education. Oftentimes, researchers tend to focus merely on the component of 
7 
peer coaching and on the effects and know-how of peer coaching, which misleads 
readers to believe that peer coaching becomes the only supervisory type in some teacher 
preparation efforts. This study, focusing on the collective effects of all three 
components, will describe a fuller picture of supervision that combines peer coaching 
with the traditional triad in the student teaching experience. 
Second, this study involves all three major players in examining how they 
collaborate in the supervision process. This research differs from others on peei 
coaching in that it draws 
on the voices and perceptions of the mentor teacher, progiam supervisor, and student 
teacher, instead of solely the views of the student teachei. 
Third, this study explores the likelihood of student teachers' transfer this 
collaborative learning experience to the future learning communities. In various 
supervisory experiences, student teachers are consistently involved in ciitical leflection 
usin^ clinical supervisory techniques. This study will contribute to the literatuie in 
exploring the meaning and impacts of these supervisory components on student teachers 
and the likelihood of carrying through these experiences to the future learning 
communities. 
Finally, this study can serve as a formative evaluation of the field practice for the 
study setting, the Early Childhood and Elementary Teacher Education Collaboration 
(ECETEC) in a northeastern research-based flagship university. This formative 
evaluation will, in turn, be feedback for the program to improve its field practice. A 
well-prepared teacher is a potentially vital and decisive lactoi of a successful and 
effective schooling (Rosenholtz, 1991). ECETEC inherits the legacy of the previous 
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Elementary Teacher Education Program (ETEP) and Early Childhood Teacher 
Education Program (ECTEP), reputable teacher education programs in New England. 
ECETEC strives to improve the quality of teacher preparation and adopts peer coaching 
as an additional support and learning opportunity for student teachers in conjunction 
with the traditional triad in the field. The effects of the practice are worth constant 
evaluation. 
Defining the Terms 
The terminology defined in this paper is based on my comprehension of each 
term through a critical review of the literature. I will define the terms of mentor teacher, 
university supervisor, and peer coaching, as they are the main focus ot this study. 
Further, I will include the definition of clinical supervision since it is a strategy that the 
supervisors in this study are required to utilize to promote student teachers’ learning to 
teach. These terms might not fit into the practices of all teacher education programs and 
should be understood as used in this study. 
Mentor Teacher, the teacher in the classroom where a student teacher is practice 
teaching during his/her pre-practicum or practicum required by a teacher education 
program in a college or a university. The mentor teacher assists and supports the student 
teacher while he/she is learning to teach. Often, the mentor provides feedback and is 
suggested to use clinical supervision strategies to observe and help the student teacher 
reflect upon the implemented lesson. 
Program Supervisor: the person who represents the preservice teacher education 
program and supervises student teachers in the classroom. A program supervisor meets 
with the student teacher and the mentor teacher for conferences and observes the student 
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teacher in the placement site according to a mutually agreed upon schedule. Clinical 
supervision is used to structure the observations. 
Peer Coaching: a dual-role task for a student teacher - being a peer coach and a 
peer teacher. A peer coach is a student teacher who observes another student teacher to 
provide feedback and support. The observation takes place formally or informally in 
another classroom in the same or different school. A peer coach adopts a clinical 
supervision model to coach peers. A peer teacher is a student teacher that plans, 
implements, and responds to a peer coach's critical questions regarding the taught 
lesson. 
Clinical Supervision: originally proposed by Cogan (1973) at the Harvard 
University School of Education, is a cycle of strategies that includes at least three stages 
(Hudson, Miller, Salzberg, & Morgan, 1994; Neubert & McAllister, 1993; Neubert & 
Stover, 1994). The first stage takes place during a pre-observation conlerence where the 
lesson plan is discussed and the goals are set. The second stage includes lesson 
observation and collection of data relevant to the targeted goal. Post-observation is the 
last stasc when data are analyzed and the supervisors and student teacheis engage in 
open-ended reflection and feedback. 
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CHAPTER 2 
LITERATURE REVIEW 
Teaching is an art. Mastering this art takes a tremendous amount of critical 
reflection to transfer theory into practice. Critical reflection does not happen unless 
coaching is involved in the process (Joyce & Showers, 1995). Coaching in preservice 
preparation is carried out in the form of supervision. 
Supervision is an integral aspect of professional preparation in preservice 
teacher education. Supervision has existed in almost all occupations and walks ol life in 
human history. From parenting to the business world, supervision ensures that a system 
moves in the right direction. Teacher education is one area in which supervision 
functions as an aspect to manage human complexity. 
There is a well-established body of literature that focuses on supervision of 
interns and the types of supervisors that provide advice and comments and facilitate 
critical reflection for student teaching. The various types of supervisors include 
university supervisors and mentor teachers (Anderson, Major, & Mitchell, 1992; 
Bullough-Jr. & Draper, 2004; Clement, 2002; Cornell, 2003; Garland & Shippy, 1995; 
Kalian, Sinclair, Saucier, & Caiozzi, 2003; Morgan, 1999; Ross, 2002), as well as the 
latest addition— peer coaches (Joyce et al., 1995; Kohler, McCullough, & Buchan, 
1995; Showers & Joyce, 1996). Supervision in preservice teacher education has been a 
key area of research as supervision promotes interns to integrate their theoretical 
knowledge into classroom practice. 
In this literature review, I explored how mentor teachers, university supervisors, 
and peer coaches provide various levels of supervision to interns in their field 
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experiences. I intended to cover the literature that pertains to the thiec types ot 
supervisors and provide the reader with an understanding of how the empirical and 
theoretical literature informs current thinking regarding these three different types ol 
supervisors. This review comprises four sections. The fiist section defines the terms 
mentor teacher, university supervisor, and peer coach as well as clinical supei vision. 
The following three sections examine the three types of supervisors, i.e., university 
supervisor, mentor teacher, and peer coach. In each section, I investigated the evolution, 
the roles and responsibilities, the training, and other important elements peitaining to 
the specific type of supervisor. Finally I summarized each section in a conclusion. 
The Mentor Teacher 
A mentor teacher or on-site classroom teacher has always been the most 
essential and influential in the student teaching experience (Clement, 2002; Dever, 
2003; Morgan, 1999; Vessel & Daane, 2000). A mentor teacher can be defined as the 
person who allows a intern to practice teaching in an authentic instructional context and 
to integrate theory into classroom teaching. A mentor teacher is viewed as the piimary 
supervisor of a intern. 
In this section, I first examine the evolution of the developmental process of the 
mentor teacher. Next, I investigate the position ol the mentor teacher, including his/hei 
roles and responsibilities, the training, the match and selection ot mentoi teachei and 
intern, the power dynamics of the student teaching triad, the benefits of mentoring, and 
the factors that affect mentoring. Finally, I conclude the section with a summary. 
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Evolution of the Mentor Teacher 
The origin of “mentor” derives from the name of a wise and learned person in 
Homer’s Odyssey. In Geek mythology, Odysseus entrusted the education and guidance 
of his son to this old, wise friend called “Mentor” when he set off to fight the Trojan 
War for ten years (Galvez-Hjornevik, 1986; Gray et ah, 1985; Homer, 1999; Merriam, 
1983). Since then, mentor has been connoted as a person who “guides, nurtures, and 
models” (Koskela & Ganser, 1998). 
The utilization of the term “mentor teacher” for a teacher working with a student 
intern in his/her classroom has evolved throughout years. Cooperating teacher was the 
earliest and most prevalent name for this role, starting as one component in the student 
teaching triad in the early 1960s when supervision in future teacher preparation 
expanded (Yee, 1967). The title continues into the present (Clement, 2002; Ganser, 
2002). This term connotes its function of cooperating with the university to fulfill “a set 
of preconceived duties” (Awaya, McEwan, Heyler, & Linsky, 2003). 
Different terms have emerged since the late 1990s. “Supervising teacher” 
implies that the major expectation of the role is to supervise a intern (Daane & Latham, 
1998; Nolan, 2000; Shantz & Brown, 1999; Zheng & Webb, 2000). It may also suggest 
that mentor teachers replace university supervisors and take up the responsibility of 
supervising interns regularly (Gray, 1999; Nolan, 2000; Page Jr., Page, Workentin, & 
Dickinson, 1994). 
“Mentor teacher” has gradually replaced “cooperating teacher” in recent years 
(Cornell, 2003; Dever, 2003; Duquette, 1998; Morgan, 1999; Power & Perry, 2002; 
Wyatt, Meditz, Reeves, & Carr, 1999). With the emphasis on his/her critical influence 
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on the student teaching experience, the role of a cooperating teacher is expected to shift 
from fulfilling a set of proposed duties to mentoring and nurturing interns in the journey 
from being a student to a teacher (Awaya et al., 2003). Levinson (1978) likened “poor 
mentoring in early adulthood” to “poor parenting in childhood” (p.338). It is believed 
that the better the mentoring process; the more prosperous the growth ot the protege. 
The usage of various names to describe a mentor teacher indicates that university 
teacher educators have struggled to properly describe this significant role in teacher 
preparation. 
Besides naming, the level of involvement with the university is another avenue 
to depict the developmental stages of the mentor teachers role. The extent that 
universities involve mentor teachers in developing interns varies greatly. These levels of 
involvement demonstrate the extent of training that mentor teachers receive from the 
university as well as the expectations of them. Ranging from more passive to more 
active participation in teacher preparation efforts, the participation of the mentor teachei 
can be cooperative, collaborative, or semi-symbiotic. 
Cooperative level of participation: In the coopeiative level of participation, 
classroom teachers take interns into their classrooms and cooperate with the univeisity 
after negotiating student teaching time and practice areas (Hynes-Dusel, 1999). Often, 
mentor teachers in this working model receive minimal information about the 
expectations of their role (Hynes-Dusel, 1999). One assumption in this relationship is 
that cooperating teachers are capable of handling the different levels ol interns abilities 
without any training. Another is that mentoring ability comes naturally when needed, 
even though teaching elementary students is different from mentoring adult interns 
14 
(Ganser, 2002). Hence, in this participation level, cooperating teachers are minimally 
prepared and usually perplexed about what the university expects ol them (Hynes- 
Dusel, 1999). 
Collaborative level of participation: Mentor teachers participating at a 
collaborative level actively collaborate with the university to help interns grow 
professionally. To enhance the partnership with mentor teachers, the university provides 
training to mentor teachers in the hopes that the training will strengthen mentor 
teachers' abilities (Dever, 2003; Kent, 2001). At the same time, the university expects 
mentor teachers to take on mentoring and supervising tasks (Dever, 2003; Kent, 2001; 
Vessel et al., 2000). This relationship shows that teacher education programs value field 
experiences in schools and are making an effort to develop mentor teachers 
professionally so that they can help interns in a more collaborative and effective 
manner. 
Typical trainings that the university designs to support this working level are 
workshops or courses to mentor teachers. Dever (2003) reported how the teacher 
education program at Utah State University built the university and public school 
partnership by offering mentor teachers a supervision workshop on giving feedback to 
interns. To accommodate the teachers, the workshop was held in one of the participating 
schools. The mentor teachers trained in this workshop were more able to collect 
objective data and provide specific feedback based on interns’ performances. Kent 
(2001) reported that a teacher preparation program offered a course in clinical 
supervision to prospective mentor teachers. Kent, the instructor of the course, inquired 
about the adequacy of preparation and found that mentor teachers were able to 
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implement the process of clinical supervision with interns to some extent, leaving out 
pre- and post- conferences in light of time constraints. 
The involvement of mentor teachers at a collaborative level can take various 
forms. Two studies reveal some distinctions. In the first study, experienced teachers’ 
roles and work structures were shifted in an attempt to change the traditional tiiad 
(Hastings & Squires, 2002). Each experienced teacher in this study was allocated at 
least 4 interns in at least 2 different schools and undertook a supervisory mentor role. 
The teachers were provided with sufficient reliel days and visited each intein twice in a 
3-week period. In the second, the teacher education program at Kennesaw State 
University adopted a new model of intern supervision and mentor teacheis were given 
full responsibility of intern supervision. The mentor teachers also assigned the final 
grade for student teaching. The mentor teachers felt an increase in their status working 
as adjunct faculty (Zheng et al., 2000). 
Semi-symbiotic level of participation: Semi-symbiotic participation is where 
mentor teachers become more than collaborators with the university. They work with 
university faculty to connect academic learning with the lield experience. To a ceitain 
extent, the school and the university become semi-symbiotic organisms. Because the 
student teaching schools are critical to the quality of teacher preparation, the university 
provides training sessions to the mentor teachers and administrators on an on-going 
basis to ensure the quality of mentoring (Sienty, 1997). A PDS, emerging in the late 
1980s to explore innovative practices in teacher preparation (Darling-Hammond, 1989, 
The Holmes Group, 1990), is a typical example in which universities underscore the 
significant role of mentor teachers by keeping a close tie with public schools. In a case & 
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of one PDS, the university provided the mentor teachers with courses to help examine 
their beliefs and apply the principles of learning theory and strategies of supervision. 
These were designed to prepare the mentor teacher to effectively guide, monitor, and 
assess the progress of the interns’ practice (Ross, 2002). 
More and more mentor teachers participate at this level of teacher preparation 
with the university. For instance, in a field-based program, mentor teachers provided 
hands-on practice instruction, lesson planning, teaching techniques, and classroom 
management to interns, after the interns had received classroom instruction from 
university faculty (Cornell, 2003). In still others, mentor teachers assigned to teams 
actively engaged interns in planning teaching, guiding formative feedback, and 
providing self-reflection opportunities (Kyle, Moore, & Sanders, 1999; Wyatt et al., 
1999). In this field-based working level, mentor teachers provide all the major field 
support in preparing new teachers. 
Roles and Responsibilities of the Mentor Teacher 
Researchers are interested in exploring the roles and responsibilities of mentor 
teachers in order to enhance the practicum experience. Several studies examined the 
perspectives of various mentor teacher groups using different methodologies. Koskela et 
al. (1998) administered a survey to 302 mentor teachers from grades K-12 in Wisconsin, 
while Boudreau (1999) analyzed an open-ended survey given to 36 mentor teachers 
taking a supervision course. Weasmer and Woods (2003) used triangulation methods of 
survey and interviews; whereas Kyle, Moore, and Sanders (1999) adopted triangulation 
methods of survey supplemented with small-group and individual interviews. The 
findings of these studies indicated that a mentor teacher is someone who models, guides 
17 
(Koskela et al., 1998; Kyle et al., 1999; Weasmer et al., 2003), and facilitates (Koskela 
et al., Boudreau, 1999; 1998). The ultimate role of a mentor teacher is to contribute to 
the development of a future teacher (Kyle et al., 1999). In addition to what is mentioned 
above, the roles of a mentor teacher includes exemplifying the attributes of an 
outstanding teacher, articulating and reflecting rationales on practices, and 
understanding curriculum contents, instructional strategies, and current issues in the 
field. 
Research focused on teacher education reform revealed that the responsibility of 
the mentor teacher has been restructured. In a collaborative practicum model at 
Wilmington College in Delaware, for instance, mentor teachers shifted their role to that 
of a supervising teacher, in which they partook in the design of content and structure of 
the student teaching experience, assigned work to interns, and assessed interns at the 
end of the program (Gray, 1999). In this role shift, mentor teachers became more 
prestigious and shared ownership, authority, and accountability with other members in 
the program. 
Pellett, Strayve, and Pellett (1999) described in detail the stages of mentoring 
tasks. They proposed that the “pre-experience” stage is a good time for a mentor teacher 
to get acquainted with the intern to ensure a positive experience. In the “experience" 
stage, a mentor teacher models and provides practice and feedback. The mentor teacher 
writes the final evaluation and recommendation in the “post-experience” stage. Pellett et 
al. stressed that mentor teachers attend to managerial functions, instructional functions 
in the classroom, and institutional function of a school so as to assist interns in 
understanding the full contextual reality of teaching. McWilliams (1995), a former high 
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school English teacher and faculty-member at a college in Pennsylvania, ottered a guide 
for mentor teachers. She suggested that a mentor teacher invite the intern to be a team 
player; foster a positive attitude toward the profession, students, and the school; 
encourage risk-taking; and support the transition from being a student to becoming a 
teacher. 
Shantz and Brown (1999) were concerned about how to aid teachers in 
becoming effective and valuable mentor teachers and offered practical advice based on 
their knowledge of interns’ needs through years of working with interns. Of the two 
authors, one was a university faculty and the other a vice principal. They recommended 
that mentor teachers should fulfill three areas of responsibilities: (a) providing a model 
of instruction and classroom management and being a role model in professional 
interaction, (b) making a final evaluation of the intern and writing recommendations, 
and (c) being a source of support during and after student teaching. 
Researchers urged mentor teachers to extend their mentoring locus to include a 
broader sense of professionalism as mentor teachers widely accept that helping interns 
develop at the practical levels in the classroom is their main role (Fish, 1995; Wright & 
Bottery, 1997). Fish (1995) contended that “the mentor’s role is to induct the intern not 
merely into skills but also into reflective practice in which understanding of educational 
issues, the exercise of professional judgment, and the investigation and refinement of 
practice” develop (p. 171). Fish suggested that mentor teachers should encourage interns 
to learn “about school-wide and profession-wide issues and practices” (p.172). Wright 
et al (1997) echoed this in their study. 
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Drawing upon the opinions of 90 mentor teachers from 40 secondary schools in 
England, Wright and Bottery explored the attitudes and priorities of mentor teachers. 
Their findings revealed that mentor teachers appeared to focus narrowly on practical 
classroom and personal development techniques and issues and that there was a lack of 
focus on the wider role of a professional teacher. Hence, Wright et al. suggested that 
mentor teachers should go beyond these important technicalities and initiate interns into 
a richer professional culture of wider communities. 
Preparation of the Mentor Teacher 
During the last decade, ample studies on mentoring have generated various 
voices and attitudes about training for mentor teachers. Some writers argued that 
“mentoring, like good teaching, should be defined by those who will carry it out” 
(Wildman, Magliaro, Niles, & Niles, 1992). Some researchers were concerned that 
mentor training may have limitations and may weaken the authenticity of the mentor 
teacher (Hawkey, 1998). Others called for mentor training (Hynes-Dusel, 1999; Ross, 
2002) and warned that mentor teachers tend to follow their own initial teacher education 
experiences without mentor training (Hawkey, 1998; Hynes-Dusel, 1999). Many 
pointed out the positive results of mentor training (Fawcett, 1995; Giebelhaus & 
Bowman, 2002). Still many others were interested in examining certain specific training 
aspects (Kahan et al., 2003). 
Fawcett (1995) asked, “Is a good teacher always a good mentor?” He responded 
that a good teacher would be a good mentor when the teacher considered the special 
characteristics of adult learners and adjusted his/her interaction styles accordingly. A 
critical question then becomes; how can we expect classroom teachers working with 
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young children to be aware of adult learners’ needs and adjust their mentoring styles 
accordingly if there is no training? Research evidence has shown that mentor teachers 
who receive training tend to demonstrate the learned strategies more and encourage their 
interns to implement these strategies more as they practice teaching (Daane & Latham, 
1998). Fawcett suggested that a good teacher should receive training on adult learning 
theory to become a good mentor. Unfortunately, there is limited research regarding 
mentor training on adult learning. 
To formally prepare mentor teachers for working with interns is important, but 
frequently there is little time and few resources available for this training (Slick, 1995). 
A teacher education program advocating the constructivist approach increasingly 
encounters difficulty to provide quality student teaching experiences, because it is 
challenging to be able to place a intern to an outstanding teacher who can model learner- 
centered instruction (Hilling, 1998). However, research has shown that mentor training 
tends to be idiosyncratic to individual programs and pursue short-term effects. 
Research has been replete with mentor training on supervision or provision of 
feedback. For example, in a quasi-experimental study using 29 interns randomly 
assigned to 14 trained and 15 non-trained mentor teachers, Giebelhaus and Bowman 
(2002) reported that the interns working with trained mentor teachers demonstrated 
“more complete and effective planning, more effective classroom instruction, and 
greater reflectivity on practice” (p.250) than those working with traditional, non-trained 
mentors. 
Another study, using “think aloud” technique to record the feedback of 6 mentor 
teachers while they observed interns teaching lessons, found a contrast between mentors 
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with training and those without training (Kahan, Sinclair, Saucier, & Caiozzi, 2003). 
The two mentors without formal supervisory training provided the least feedback and 
preferred not to communicate too much; whereas, the other two with formal training and 
more supervisory experience had higher feedback rates and felt comfortable openly 
communicating with interns. 
A study (Coulon & Byra, 1997), investigating two pairs of interns and mentor 
teachers trained to provide post-lesson conferences, revealed that the mentor teachers 
were positive and focused on specific aspects of the lesson. Conversations of the 
conferences, however, were dominated by the mentor teachers; hence, the researchers 
suggested that interns should be allowed to take ownership of the lessons. 
Researchers reveal the extent and depth of some training carried out. A study, 
involving 6 professors, 22 teachers-to-be-trained and presenters-to-be, and 200 mentor 
teachers, described how the professors and teachers worked together to develop a new 
performance assessment benchmarks (Morgan, 1999). The mentors participated in a 
full-day training in the use of the new instruments presented by the group of teachers. In 
another study, a five-session training focusing on assisting mentor teachers to convert 
strategies into practice gave participating mentor teachers an outline of steps to guide 
their conversation (Timperley, 2001). The results found that the mentor teachers made 
significant shifts in their conversations with their interns using the criteria given to 
them. 
The content and duration of mentor training differs from program to program. 
The training duration varies from merely several hours for orientation (Giebelhaus et ah, 
2002), a full-semester course on clinical supervision (Kent, 2001), a semester workshop 
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on giving feedback (Dever, 2003), to an on-going workshop continuing throughout the 
student teaching experience (Wyatt et al., 1999). 
Match and Selection of Mentor Teachers and Interns 
Research that has focused on preservice teacher mentoring reveals that mentor 
teachers’ teaching styles closely relate to their mentoring styles, which greatly influence 
interns’ field experiences. Jackson (2001), a university supervisor, investigated one 
intern who learned to teach under the guidance of two mentor teachers with opposing 
discourses of teaching and mentoring. One of her mentors was flexible with curriculum, 
planning, and student learning, and in turn, she allowed the intern to experiment on 
teaching and to constantly construct her own teaching identity. The other mentor, 
conversely, was rigid, controlling, and dominating in teaching, which resulted in a 
similar mentoring style. The intern felt confused, oppressed, and exhausted in her 
classroom. 
Interns prefer to select mentor teachers themselves. Potthoff and Alley (1996) 
administered a questionnaire about 6 considerations of placement to 325 Canadian and 
United States institutions. The results of 138 responses indicated that one highly valued 
item from the interns’ perspective was to match the interns with mentor teachers that 
they were likely to feel comfortable with. This item was included in the section about 
the site-selection process. 
Recently, teacher education programs have explored alternatives for the process 
of matching and selecting of mentor teachers and interns. Traditionally, the final 
decision about matching the intern to the mentor teacher is made by schools, preservice 
programs, and student teaching coordinators based on logistical considerations (Phillips 
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& Baggett-McMinn, 2000). More and more teacher education programs allow 
alternatives in matching mentoring pairs (Gray, 1999; Nolan, 2000; Sienty, 1997). The 
field-based teacher education program at Texas A&M University- Commerce invited 
mentor teachers to participate in an interview process to select interns themselves 
(Sienty, 1997). In a PDS program that was a one-year internship for undergraduates, 
mentor teachers and university faculty members jointly selected interns (Nolan, 2000). 
The collaborative practicum model at Wilmington College, Delaware, encouraged 
interns to discuss among themselves and with mentor teachers to select the mentor 
teachers that might complement their own teaching styles and their own professional 
objectives (Gray, 1999). 
Frequently, teacher education programs set some criteria for selection of mentor 
teachers. In selecting mentor teachers for grades K12, the Clinical Master Teacher 
Program at the University of Alabama required that the schoolteachers must: (a) have 5 
years of teaching experience, (b) have been a cooperating teacher for at least 3 
semesters, (c) have participated in professional activities, (d) be recommended by the 
principal, (e) be reviewed by a panel involving school-based and university-based 
members, and (f) be approved by the university faculty (Wilson et al., 1995). Georgia 
Southern University utilized four principles to select mentor teachers for their site-based 
supervision. To be a mentor teacher, the classroom teacher must have: (a) an 
endorsement from the state for student teaching supervision; (b) a strong background of 
preservice supervision experiences; (c) an interest in a non-traditional supervision 
approach; and (d) a record of effective teaching. 
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Research findings about the criteria for selecting mentor teachers illustrate a 
sharp contrast between the perceptions of teacher education institutions and those of 
practitioners, namely interns and mentor teachers. Surveying on selection criteria for 
mentor teachers, Phillips et al. (2000) received 71 responses from 104 state-sponsored 
southeastern institutions with undergraduate teacher education programs. The findings 
indicated that the criteria to become a mentor teacher were a minimum of three years of 
teaching experience and at least a Bachelors Degree. The researchers further analyzed 
the student teaching manuals from 51 of the studied institutions that complied with the 
researchers’ request. The results indicated that seven categories emerged, namely, a 
teaching certificate, 3 years of experience, some form of advanced study, excellence in 
teaching and related skills, personal characteristics, recommendations from the 
principal/superintendent, and a commitment to working with interns and the university 
program. 
Platz’ study (1999), surveying 46 pre-practicum interns, 22 practicum interns, 
and 52 mentor teachers to investigate the criteria for selecting mentor teachers, revealed 
a completely different picture of results compared to Phillips et al.’s study. The top three 
criteria rated by the three groups were that the teachers must express interest in working 
with interns, express willingness to discuss concerns, and maintain a positive classroom 
environment. The lowest three criteria chosen by the three groups were that the teachers 
were perceived as a master teacher, demonstrated an openness to teaming, and 
completed a course or seminar in supervision of interns. Platz’s study showed that 
practitioners valued the internal, positive, and zealous effects of mentoring and a 
conducive classroom environment. Phillips et al.’s study revealed that teacher education 
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institutions placed greater value on the external and measurable qualities of mentor 
teachers. 
Power Dynamics in the Student Teaching Triad 
According to Caplow (1968), power relations in a triad are never balanced. A 
three-person group easily breaks down into a dyad plus one because of the tendency of a 
pair to form a coalition. Likewise, the relationships in a student teaching triad are 
subject to the strong or weak personal connections between each other (Rodgers, 2004). 
The mentor teacher and the university supervisor are two major supervisors of the 
intern (Slick, 1998b). The relationship between the mentor teacher and the university 
supervisor then tends to become a subtle and sometimes ‘'political” one (Slick, 1998a). 
Veal and Rikard (1998) described these three parties in a student teaching 
context as “ the institutional triad.” In this structure, the mentor teacher is regarded as a 
partner of the university and a daily primary supervisor in the classroom; whereas, the 
university supervisor comes into the classroom with status and authority. Within the 
hierarchy, the university supervisor holds an assumed authority, so the mentor teacher 
becomes a passive participant together with the intern. In the reality of the classroom, 
however, the mentor teacher, the intern, and students form “the functional structure” of 
the triad. The mentor teacher is the authority figure in this structure. When faced with 
the shift to the institutional triad’s power structure, the mentor teacher and the intern are 
apt to form a coalition against the university supervisor in light of the strong bond they 
establish in the context of student teaching. 
A intern is sometimes trapped and confused with what he/she should be doing 
when he/she is torn between the authority of the mentor teacher and the university 
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supervisor (Maynard, 2000; Veal et al., 1998). Bullough and Draper (2004) explored 
the relationship between one mentor teacher and one university supervisor using a 
positioning theory lens. Their findings revealed that there was little communication 
between the mentor teacher and the university supervisor and both of them struggled to 
position themselves as quality judges of rightness and knowledge. They did not support 
nor respect each other’s theory or practice knowledge. Consequently, the intern was in a 
confusing and frustrating position, not knowing whose demands to follow. 
Slick ( 1998a) explored the relationship between a mentor teacher and a 
university supervisor and described how the two parties negotiated the territory. The 
mentor teacher believed that she and the university supervisor each had a different 
agenda and she did not think there was any need for both to collaborate. Noticing the 
mentor teacher’s attitude, the university supervisor made an effort to support the mentor 
teacher distantly, to give the mentor teacher autonomy, to work in concert with the 
mentor teacher, and to value her input. The mentor teacher eventually became willing to 
talk about the intern and received the supervisor’s reinforcement to facilitate the 
intern’s growth. By the end of the semester, the university supervisor became a member 
of the class and was accessible to the mentor teacher professionally and personally. This 
example illustrated that the university supervisor could be a positive asset to the mentor 
teacher and that the mentor teacher’s reaction to the university supervisor was not static. 
The relationship between the mentor teacher and the intern is found to be a 
steadily developing process (Fairbanks, Freedman, & Kahn, 2000), a journey of mutual 
impact (Awaya et al., 2003), and the most critical component of the field experience 
(Shantz et al., Platz, 1999; 1999). A mentor teacher in Fairbanks et al.’s study (2000), 
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which focused on the role of effective mentors, described the mentoring process as 
“learning to dance.” “Learning to dance” implies that a mentor teacher follows the 
needs of a intern. Rsearch indicates that compared to the hostility they may feel toward 
university supervisors, mentor teachers are more willing to accommodate interns 
(Awaya et al., 2003; Fairbanks et al., 2000; Veal et al., 1998). Most mentor teachers 
believed that they were responsible for the professional development of the interns. 
They felt that they were evaluated when their interns were evaluated (Veal et al., 1998). 
A positive relationship between the mentor teacher and the intern fosters mutual 
trust, open and honest communication, a commitment to mutual growth and 
professional development, and mutual respect (Awaya et al., 2003; McWilliams, 1995; 
Stanulis & Russell, 2000). This relationship should be equal (Awaya et al., 2003) and 
nonthreatening (Weasmer & Woods, 2003). On the other hand, if a positive and 
harmonious relationship does not exist, it eventually impacts the student teaching 
experience by the feedback given, the summative evaluation, the degree of mentoring 
provided, and the degree of autonomy given (Shantz et al., 1999). 
Benefits of Mentoring 
Research findings indicate that both interns and mentor teachers benefit from the 
mentoring process (Gibbs et al., Arnold, 2002; 1994). Initially, the partnerships between 
public schools and the university were designed to benefit interns. However, Gibbs et al. 
(1994) questioned that interns were the only ones that benefited and conducted a survey 
of 225 mentor teachers with 149 responses. They found that 97% of the respondents 
agreed that interns were not the only ones that benefited. The mentor teachers reported 
that the presence of interns positively impacted both mentor teachers and the students in 
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the classrooms. Therefore, the authors concluded that interns were partners as well as 
receivers of the professional development. 
Arnold’s study (2002) confirmed Gibbs et al.’s findings and dug deeper to find 
out which aspects benefited mentor teachers. Having kept journals as a cooperating 
teacher for years, Arnold used these personal journals as the primary tool tor her study. 
She also administered questionnaires to 5 cooperating teachers and recorded study 
group sessions about changes in teaching practices. The results presented a structure of 
how a mentoring experience impacted mentor teachers in their practice, their affect, and 
their students. Regarding their practice, mentor teachers refined instruction techniques 
with new ideas for activities, prepared better with more thoughtful planning, and 
became more organized. With respect of their affect, mentor teachers became more 
assured of educational values and philosophies, more aware of their own progress, more 
confident (Wilson et al., 1995), more open, less isolated, and less anxious. They shared 
reflections and felt renewed with a greater purpose as teachers. In relation to their 
students, mentor teachers had more time to observe and assess their own students. 
Students received more attention, care, and concern from teachers; in addition, they 
were exposed to new teaching styles. 
Koskela and Ganser (1998) conducted a survey of 302 cooperating teachers 
working with preservice institutions in Wisconsin. One of the open-ended survey 
questions was “as a cooperating teacher I look forward to...” They found that the two 
aspects cooperating teachers looked forward to were: (a) giving and receiving and (b) 
growth. Interestingly, more cooperating teachers in this survey looked forward to 
receiving ideas and information from the interns (45%) than giving ideas and 
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information (33%). Further, the growth that a mentor teacher looked forward to was 
professional growth in classroom practices, instead of growth in their personal career 
path. 
Some other benefits that mentor teachers receive from this experience are also 
documented. Some researchers reveal that mentor teachers benefit from constantly 
reflecting on and refining their own teaching practices because they have to explain to 
interns what and why, when, and how they are doing something (Arnold, 2002; 
Duquette, 1998; Gibbs et al., 1994; Kyle et al., 1999; Lu, 2005; Wilson et al., 1995). 
Thus, mentor teachers in these studies believed that mentoring is an opportunity for 
professional development and they used this experience to become better teachers. 
Other researchers found that mentoring practice promotes mentor teachers’ status 
among their colleagues and reduces their professional isolation (Wilson et al., 1995). 
Factors Affecting Mentoring 
Researchers have examined factors that influence mentoring. Kent (2001) 
followed 16 mentor teachers, who had finished a graduate-level course in clinical 
supervision, through their experiences working with paired interns. Results indicated 
that it was difficult to find enough time to fulfill the whole cycle of clinical supervision 
and that one course of supervision training was inadequate for preparing the mentor 
teachers for the job. 
A intern's lack of theoretical preparation in the program may lead to dissatisfied 
interns. Duquette (1998) examined the perceptions of mentor teachers in school-based 
teacher education programs and administered a questionnaire composed of open-ended 
and forced-choice items to 21 secondary mentor teachers. The findings revealed that 
30 
mentor teachers were concerned about whether interns received a sufficient theoietical 
background in their program of study. These finding were confirmed by many other 
studies as well (Gibbs et al., 1994; Hynes-Dusel, 1999; Koskela et ah, 1998). In 
addition, research also shows that the preconceived beliefs of interns about teaching and 
what they want to learn with mentor teachers greatly affect their learning outcomes 
(Wang et ah, 2003). 
Mentor teachers in Duquette’s study shared that they needed contact with faculty 
regularly to have their questions and issues addressed in order to better assist interns to 
meet the program goals. Koskela et al.(1998) revealed similar findings and reported that 
mentor teachers in their study expressed their dissatisfaction with the poor 
communication between the university and the schools. 
Summary 
The history of mentor teachers in preservice preparation is less than 50 years old. 
Within this short history, the role of mentor teachers has gone through several phases of 
change. First, the role has been named differently to fit its expectations, such as 
cooperating teacher, supervising teacher, and mentor teacher. Second, the role has been 
engaged in different levels of participation in preparing future teachers, namely 
cooperation, collaboration, and semi-symbiosis. 
A mentor’ role is to model to interns the aspects of instructional and managerial 
skills and to facilitate reflective practice to help interns understand educational issues, 
exercise professional judgment, and investigate and refine practice. It is suggested that a 
mentor teacher induct interns into learning about school-wide and profession-wide 
issues and practices. The amount and scope of mentor training are critical to mentoring 
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quality. Power dynamics in the student teaching triad are sometimes unavoidable. It is 
important to consider how the three parties relate to and support each other. In addition, 
it is equally as important to consider the match of mentoring style and personality. The 
results of mentoring benefit not only interns, but also mentor teachers and classroom 
students. The factors affecting mentoring include time constraints, insufficient training, 
interns' lack of theory and skills, interns’ preconceived beliefs, and poor communication 
with the university. 
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The University Supervisor 
A university supervisor is the person who functions in multiple worlds (Henry & 
Beasley, 1996). A university supervisor generally works in public schools observing 
practicum students and serves as a member of the student teaching triad in the 
classroom by conferencing with interns and mentor teachers. The university supervisor 
holds a university position; however, he/she is usually not housed in either place. 
Generally, university supervisors are not full-time faculty. They are usually graduate 
students or K-12 teachers, which often makes their role challenging. In the following 
sections, I discuss the position of the university supervisor by: (a) examining the 
evolution of the university supervisor, (b) investigating the roles and responsibilities of 
the university supervisor, (c) discussing the training of the university supervisor, and (d) 
summarizing the review. 
Evolution of the University Supervisor 
The university supervisor is historically the first type of supervisor in teacher 
preparation (Anderson, Major, & Mitchell, 1992). Preservice teacher supervision was 
officially established when the first professional teacher training center opened in 
France in the 17th century. Supervision as an integral part of preparing teachers was not 
well developed until the last decade of the 19th century when normal schools created a 
supervision system in which interns were supervised by normal school faculty. During 
that time, teacher education institutes had a problem finding opportunities for student 
teaching since public schools and parents did not want their children to be practiced on. 
A lack of mutual communication, understanding, trust, and cooperation between schools 
and universities eventually promoted the development and growth of laboratory schools 
in the first half of the 20,h century. Students in the teacher education institutes were 
required to student teach and receive some form of clinical supervision. It was not until 
the 1960s that supervision has expanded and grown into a formal process and 
professional role. 
University faculty members or adjunct professors are traditionally the college or 
university representatives supervising interns. The role of tenure-track professors in 
practicum situations brings various effects on the faculty members (Beck & Kosnik, 
2002). On one hand, faculty grow in their knowledge and understanding of schooling. In 
addition, university faculty involvement strengthens the partnership between the school 
site and the university and enhances the practicum experience and the campus program. 
On the other, university faculty members are reluctant to be a supervisor or do not 
actively fulfill the role because of practical concerns (Millwater et al., 1997; Power et 
al., 2002; Slick, 1998b; Whitehead, 1995). Faculty members are required to fulfill their 
class load; partake in research, publication and grant writing; serve on university 
committees, and advise students; therefore, extensive involvement in supervising interns 
substantially influences their tenure and promotion decisions (Whitehead, 1995). In 
addition, as Power and Perry (2002) pointed out, the biggest obstacle to recruiting the 
faculty members was that it was boring to repetitively supervise interns every year. A 
proposal from Bowman (1979) suggested that the activities of intern supervision should 
be eliminated from a faculty member’s responsibility list. Bowman also revealed that 
faculty members’ resistance to supervision resulted in the employment of non-faculty 
members, such as graduate students, as university supervisors. 
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Non-faculty personnel recruited to serve as university supervisors have become 
an alternative when it is difficult for university faculty to work both for the university 
and in the schools. Non-faculty personnel include full-time graduate students in 
education at the university; former experienced schoolteachers; experienced teachers 
who are not serving in a school currently; and occasionally homemakers with an 
education degree (Beck & Kosnik, 2002; Millwater & Yarrow, 1997; Power et al., 2002; 
Shiverley & Poetter, 2002; Slick, 1998a; Struck & Oja, 1998). Among these non-faculty 
members, the role of graduate students as university supervisors has been well 
documented (Millwater et al., 1997; Ramanathan & Wilkins-Canter, 1997; Shen, 2002; 
Slick, 1998b). These graduate students, mainly concentrating in education and holding 
teaching assistant positions, have a title implying status and authority in the hierarchical 
structure of professional settings, yet they experience a position of low status both at the 
university and in the schools (Slick, 1998b). However, there appear to be many 
advantages of this position. First, many of the graduate students were experienced 
teachers or mentor teachers themselves and are now studying to become a university 
faculty member (Millwater et al., 1997). Second, they are able to make immediate 
connections between practice and theory (Millwater et al., 1997). Finally, they are not 
burdened by the obligations of being a professor (Slick, 1998b). 
Placing graduate students as university supervisors has potential disadvantages. 
First, they sometimes lack confidence as a supervisor if the observations are outside of 
their teaching field. They may struggle to find their practitioners’ voice with the intern 
and the mentor teacher (Slick, 1998b). Second, they may know little about evaluation 
until they are well into their experience as evaluators (Ramanathan et al., 1997). Finally, 
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they may feel uncertain of their role and may be perceived as outsiders both at the 
university and in the school (Slick, 1998b). 
The value of university supervisors shifts based on how much they contribute to 
the student teaching experiences, hi the 1960s to the 1980s, following the behavioral 
science approach, supervisors monitored and supported the external learning principles 
imposed by researchers, publishers, state legislators, and state departments of education 
(Glickman et ah, 2004, p.7). Research on intern supervision during this time critically 
questioned the value of the university supervisor. For example, Boydell (1986) found 
that the university supervisor was not an influential component in the student teaching 
experience and that the university supervisor was someone that: (a) was a visitor rather 
than a supervisor because he/she spent an inadequate amount of time in the classroom; 
(b) might fail to back up his/her evaluation with supporting details; (c) seemed to be 
mistrusted by the intern, especially when the evaluation outcome was different from that 
of the mentor teacher; (d) might fail to connect theory with practice. 
As a response to these findings, researchers reported some radical attempts to 
promote change. For example, Wilson, McClellend, and Banaszak (1995) reported that 
the role of the university supervisor was transferred to the mentor teacher, named the 
‘Clinical Master Teacher’, in an alternative teacher education program at the University 
of Alabama. Looking for a more cost-effective strategy to cope with the shrinking 
budget. Page, Page, Workentin, and Dickinson (1994) explored the possibility of 
shifting authority and expertise from the university to the public schools using two 
modes of student teaching supervision— the traditional triad and site-based supervision. 
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Since the 1990s, university supervisors have adopted a collaborative model ol 
supervision and emphasized shared responsibility, collaborative relationships, teacher 
growth, ongoing reflective inquiry, and using the supervisor as a facilitator (Glickman et 
al., 2004, pp. 7-8). To date, more teacher education programs increasingly take on the 
constructivist approach and the supervisor plays the role of promoting inteins active 
participation of evaluation of their own performance and their own intellectual 
development in instruction, management, students, school, and society (Ferguson & 
Brink, 2004; Glickman, Gordon, & Ross-Gordon, 2004). With the urging of national 
reports to increase the involvement of schools in preservice preparation and at the same 
time to encourage professional growth of inservice teachers (Carnegie Task Force on 
Teaching as a Profession, 1986; NCATE, 1981, 1982; NCTAF, 1996), some innovative 
teacher education programs, including Professional Development Schools (PDSs), have 
evolved. The role of the university supervisor has shifted to attend to the needs of a 
broader school context, rather than remained limited to observing and conferencing 
(Gimbert & Nolan, 2003; J. Gray, 1999; Nolan, 2000; Sienty, 1997). 
The evolution of the student teaching experience has already shaped the 
landscape of supervision provided by the university supervisor. Huling (1998), in a 
review of the 1997 Joint Collection System Clinical and Field Experience Survey 
conducted by AACTE and NCATE, revealed that university supervisors provided some 
degree of on-site supervision to interns at the elementary and secondary schools in more 
than 90% of programs. To be specific, university supervisors visited interns periodically 
in 89% of the elementary programs and 87% of the secondary. They were always on site 
when interns were in the field in 7% of the elementary programs and 4% of the 
secondary programs, which were most likely those that operated in PDSs. In the 
following section, I will discuss how the university supervisor’s role in a student 
teaching triad has changed in the past two decades. 
Roles and responsibilities of the University Supervisor 
The role of university supervisors has shifted as supervisory responsibilities for 
the university supervisor has been redefined for student teaching contexts. Models of 
student teaching arrangements have focused on either the traditional (also referred to as 
campus-based) supervisory triad or the reformed field-based (also referred to as school- 
based or site-based) student teaching (Millwater et al., 1997; Page et ah, 1994). 
Generally, in a traditional or campus-based model, interns take courses on campus and 
student teach in school classrooms with supervision and evaluation by mentor teachers 
and university supervisors (Page et ah, 1994). The university supervisor visits the school 
for observations and conferences with the intern and the mentor teacher and shares the 
responsibility of evaluating the intern (Page et ah, 1994). Four studies revealed the 
university supervisor’s role in specific traditional contexts. 
First, Freidus (2002), focusing on the role of the university supervisor in a 
preservice reading and literacy program, reported the role as “prospector,” 
“dramaturge,” “coach”, and “negotiator.” The supervisor was a prospector because 
he/she explored the student's prior knowledge and experience; while a dramaturge, 
he/she supplemented interns’ knowledge about pedagogy, taught them how to match the 
pedagogy, and helped them to reflect upon their practice. The supervisor was a coach 
when he/she helped interns recognize what they knew and what they needed to learn or 
to practice. Finally, the supervisor was a negotiator when he/she facilitated dialogue 
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between the intern and mentor teacher that engendered respect for and understanding of 
the beliefs and practices of each other. 
Second, the University of Tennessee, Knoxville, piloted a program of one 
mixed-content-area cohort of secondary interns (Davis-Wiley, 1993). The supervisor in 
this program was responsible for three tasks: (a) meeting with the interns once a week 
on site to discuss topics of interest; (b) meeting with all mentor teachers once a month to 
update the intern-mentor relationship and to relate any information from the university, 
and (c) meeting with the assistant principal and the faculty associate to discuss the 
progress of the interns prior to regular meetings with interns and mentors. 
The third study examined the role of the supervisor within the context of 
teaching English as a second language (Bourke, 2001). The researcher concluded that 
the roles of the supervisor to the interns were mentor, evaluator, liaison, and tutor. As a 
mentor, the supervisor’s focus was on intern development. The role of evaluator merged 
with that of observer, monitor, and feedback provider. As a liaison, the supervisor 
actively promoted and maintained relationships with the interns, mentor teachers, other 
supervisors, the principal, and the director of the program. Being a tutor, the supervisor 
helped the intern bridge the gap between theory and practice and provided moral 
support. 
Finally, the role of the university supervisor shifted according to the interns’ 
developmental phases (Field, 2002). For beginning interns, the supervisors' role was to 
model, to instruct directly, and to screen out incompetent students. For advanced 
interns, the supervisors were to be advocates and facilitators. 
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In a reformed, field-based, or school-based student teaching model, there has 
been a shift of authority, voice, ownership, accountability, and expertise from the 
university to the school (Gray, 1999; Page et al., 1994). This model promotes a 
collegial, nurturing, and collaborative community within and among the student cohorts 
and the supervisory team that includes university faculty, supervisors, mentor teachers, 
and principals (Gray, 1999; Page et ah, 1994; Weiss2001). 
Several other alternative innovations to the traditional triad for supervision have 
been reported in research on teacher education. Georgia Southern University piloted an 
alternative program with 24 students (Page et ah, 1994). In this program, the supervision 
and evaluation responsibilities were handed to the supervising teacher (i.e., classroom 
teacher), who received stipends for working with interns. The university supervisor 
became the instructor of two hour-long seminars for the supervising teachers and two 
four-hour seminars for the interns. Additionally, the university supervisor read the 
interns’ journals on a weekly basis. The preservice preparation program at East Texas 
State University was committed to change its campus-based teacher education program 
to a field-based program (Sienty, 1997). With the change to a field-based program, all 
teacher education faculty who taught methods classes also supervised students. 
University supervisors became liaisons and site coordinators and linked the public 
school and the university. They visited the interns weekly for observations and 
conferences. They made decisions about program design, content, and governance 
collaboratively with mentors and interns. 
Two studies reported a PDS relationship between Pennsylvania State University 
and the State College Area School District, which involved four elementary schools 
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(Gimbert et al., 2003; Nolan, 2000). The university supervisor, Nolan, (also a faculty 
member and one of the authors of the studies) had several unconventional 
responsibilities, including (a) coordinating the PDS project in all schools, including 
organizational work and liaising with all the stakeholders, (b) overseeing the placement 
process for next year’s interns, (c) co-leading the classroom learning environments 
planning team, (d) instructing the methods course, (e) conducting monthly meetings 
with the mentors and principals, (f) engaging in cycles ot observation and conferencing 
with each intern two or three times a week, and (g) giving interns final grades for 
student teaching experiences. 
The varied designs from more traditional teacher education programs to more 
innovative ones illustrate that the role of the university supervisor extends beyond 
observation. The role ranges from support of instructional and managerial concerns, 
personal and interpersonal problems, to programmatic communication with the intern 
and the mentor teacher. In short, the role takes part in the entirety of the student teaching 
experience (Henry et al., 1996). 
In the traditional version, the university supervisor plays the roles of mentor, 
inteipreter, and professional resource (Enz, Freeman, & Wallin, 1996). As a mentor, the 
university supervisor observes, supports, evaluates, videotapes interns, and piovides 
seminars. As an interpreter, the university supervisor facilitates triad conferences, 
mediates teacher and intern conflicts and differences, and links the university and the 
school. As a professional resource, the university supervisor confers with the mentor 
teacher about the intern's progress, assists mentor teachers in preparing evaluation 
narratives, and provides collegial support to mentor teachers. 
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In an innovative field-based model, the role of the university supervisor focuses 
on coordinating and advising mentor teachers and interns (Gimbert et al., 2003; Gray, 
1999; Page et al., 1994). The university supervisor brings in new ideas, research, and 
resources and engages in site-based problem solving and decision-making (Gray, 1999). 
In this model, the role of the university supervisor has expanded from fulfilling 
traditional functions to serving all stakeholders in the learning community (Gimbert et 
al., 2003; Gray, 1999; Nolan, 2000). With the fast expansion of responsibility, the 
training of a university supervisor impacts the quality of supervision. 
Preparation of the University Supervisor 
Research on preservice teacher preparation has shown that university supervisors 
lack appropriate training for their role as university supervisors. Appropriate training 
increases the likelihood that the university supervisor is knowledgeable and competent 
in the field and that he/she can fulfill the responsibility effectively. However, limited 
research has focused on university supervisors’ professional development. For example. 
Slick (1998a) reported that the university supervisor felt frustrated because she was not 
prepared to understand and define her role; the program did not provide information 
about placement decisions and choices; the program did not offer the direction of the 
supervisor-led seminars; and the program director was not sensitive about the university 
supervisor's feelings of uncertainty. The university supervisor wanted to have the 
opportunity to share and collaborate with colleagues and to be informed about program 
rationale, program requirements, and background knowledge about placements, mentor 
teachers, and school sites. 
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Krause (1997) described how a university supervisor constructed her role as a 
supervisor in a recently reconceptualized elementary teacher education program and 
literacy methods class. Krause found that, among four program goals, the supervisor 
was most likely to focus on the first goal that dealt with effective instruction, assessment 
and evaluation. Other goals, including meeting the needs of diverse learners and 
creating a positive learning environment and professional commitment, were less 
attended to. In light of the findings, the researcher suggested that supervisors should be 
provided opportunities to: (a) practice designing and reflecting upon their practice; (b) 
practice in a meaningful context; and (c) have a knowledgeable coach to show and 
demonstrate examples of effective supervision in a safe environment. 
The study group made four recommendations on training tor university 
supervisors (Sharp, 2001). First, university supervisors should be informed of skills of 
observation, conferencing, and evaluation. Second, supervisors should possess 
knowledge of effective teaching and classroom and behavior management. Third, 
supervisors should comprehend the curriculum in order to help interns transfer theory to 
practice. Finally, supervisors must be knowledgeable of the goals of the teacher 
education program. 
Other researchers who have examined training for university supervisors have 
found dismal situations and made some suggestions for training. Ramanathan et al. 
(1997), interviewing 8 mentor teachers, 8 university supervisors, and 7 program 
directors, found that university supervisors did not receive training specifically in 
evaluation or supervision. Ramanathan et al. suggested areas of training for university 
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supervisors, including understanding the purpose of the field experience and theories of 
supervision; collaborating, conferencing, and evaluating; and accessing evaluation tools. 
In response to calls for supervisor training, researchers have offered some 
suggestions. Bourke (2001) recommended that the university should set up a mentoring 
course for university supervisors so that they can share the same theoretical and 
methodological background with interns. Ramanathan et al. (1997) found that attending 
regional and national professional conferences is good for university supervisors and 
suggested that the teacher preparation programs make an effort to ensure that university 
supervisors are afforded these opportunities. Ramanathan et al. further suggested forums 
be held as training sessions for university supervisors and mentor teachers to discuss 
their understanding of their field experiences and their responsibilities. 
Training university supervisors is one aspect that a teacher education program 
should take more control of, but most training that university supervisors receive is 
shallow and practical (Ramanathan et al., 1997). With limited information about the 
program, the school, and the students, the contribution of the university supervisor tends 
to be limited (Page et al., 1994). In order to substantially assist future teachers in 
excelling as a result of their field experience, the university should take the 
responsibility of training the supervisors seriously. 
Summary 
The history of university supervisors is long and dates back to the 17th century. 
Traditionally, the supervisory representatives from the university have been faculty 
members. In light of the difficulty that faculty members face serving both the university 
and the schools, non-faculty members have been hired to act as university supervisors. 
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The role of the university supervisor has shifted in response to reforms in teachei 
education programs. Traditionally, the role has been to mentor interns, to facilitate 
conferences and to link the university and the school, and to work as a piofessional 
resource to interns as well as to mentor teachers. In some innovative field-based 
programs, in addition to the traditional responsibilities, the role has included bringing in 
new ideas and being engaged in site-based problem solving and decision-making. The 
role of the university supervisor has expanded from serving other members in the 
traditional triad to serving all stakeholders in this learning community. 
Substantial training for university supervisors is rarely reported, yet research has 
been constantly calling for training. University supervisors should receive training on 
conferencing, effective teaching, and understanding curriculum and program goals. 
Training of university supervisors can assist interns in excelling as a result of their field 
experiences. 
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Peer Coaching in Preservice Teacher Education 
Peer coaching as a type of supervision has a limited history in preservice teacher 
education. Yet peer coaching has swiftly caught the attention of teacher educators. It 
provides an opportunity for interns to partake in a coaching process that offers them an 
opportunity to view learning to teach from a different perspective. In the following 
sections, I first explore the evolution of peer coaching. Next, I examine the selected 
research on peer coaching in preservice teacher education. Finally, I summarize this 
discussion of peer coaching in preservice teacher preparation. 
Evolution of Peer Coaching 
Peer coaching in preservice field experience is defined as PTs helping each other 
by observing lessons and discussing them using structured feedback. Yet in human 
history, some forms of peer coaching can broadly be defined as peers helping peers in 
random manners (i.e., not planned and focused). Peers helping peers is a natural 
inclination and strategy for human learning. For example, one parent shares with 
another about parenting; one sibling teaches another how to do a task; one worker 
guides and directs another how to put things together. People teach each other what they 
know and learn from each other. To a certain extent, peer sharing and coaching helps 
people gain knowledge and improve their skills. Since this type of learning is not 
structured, it may not meet the learners’ psychological need and it may not necessarily 
bring forth positive results in the short or long term. However, peer coaching in teacher 
education is different, because it comes with a set of purposes and strategies. 
The notion of peer coaching did not appear in teacher education until 1980 
(Joyce & Showers, 1980), when it was defined as peers coaching peers with structured 
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feedback as a follow-up to inservice professional development (Leggett & Hoyle, 1987). 
Joyce and Showers first advanced the notion ol peer coaching after they completed a 
review of more than 200 inservice studies. They found that, in inservice professional 
development, effective coaching involves five steps: (a) presenting theory; (b) modeling 
or demonstration; (c) practicing with small groups of students; (d) using structured 
feedback and open-ended feedback; and (e) coaching. Joyce et al. suggested 
implementing coaching through peers, professors, supervisors, consultants, or others 
familiar with the strategies in inservice professional development. 
Peer coaching has evolved as a strategy that is convenient, cost-effective (Joyce 
& Showers, 1987), isolation breaking (Bullough, Young, Birrell, Clark, Egan, Erickson, 
Frankovich, Brunetti, & Welling, 2003), and less threatening (Joyce et al., 1995) for 
inservice teachers. Peer coaching is used to ensure and strengthen the transfer of theory 
and skills learned in inservice professional development to practice in the classroom. 
Inspired by the results that peer coaching brought to inservice professional development, 
researchers have been experimenting with peer coaching in preservice teacher 
preparation since the early 1980s (Englert & Sugai, 1983). 
Researchers studying preservice supervision find that peer coaching benefits 
interns in many aspects. Peer coaching provides an opportunity to change interns' 
passive learning attitudes and engages them in active learning both as a teacher and a 
coach (Weiss & Weiss, Kohler, McCullough, & Buchan, 1995; 1998). Interns involved 
in the peer coaching process were reported to have generated collaboration and 
collegiality between colleagues (Benedetti et al., 1998; Neubert et al., 1994; Slater & 
Simmons, 2001; Weiss & Weiss, 1998). Peer coaching encourages a intern to carry out 
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professional and open-ended eonversations with a colleague, which generate critical 
reflection (Arnau et al., 2004; Benedetti et al., 1998; Jenkins, Hamrick, & Todorovich, 
2002; Neubert et al., 1993; Neubert et al., 1994; Weiss et al., 1998). Peer coaching 
assists interns to incoiporate new instructional theory into teaching, increasing their 
effectiveness at teaching (Hudson et al., 1994; Neubert et al., 1994). 
Peer coaching has become a focus of research in preservice preparation during 
the last two decades since it brings in new energy to preservice teacher education and 
has the potential to change the criticism of interns’ passive participation. In the 
following section, I will examine the literature that is research related. I selected eight 
studies about peer coaching in preservice preparation earned out between 1994 and 
2005 (see Table 1). I selected the studies based on the following criteria; (a) the studies 
were about preservice field experiences; (b) peer coaching was the major focus of the 
study; (c) the studies had a clear puipose related to the effects of peer coaching; (d) the 
studies had an empirically persuasive methodology; and (e) the studies presented diverse 
foci. 
Research on Peer Coaching in Preservice Teacher Education 
In synthesizing these studies, I used one guiding question: What are the 
commonalities and disparities of these studies? My response is twofold. I first examine 
the commonalities of the studies. Next, I analyze the studies to find the variations. 
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Commonalities of the Studies 
When examining the studies, I realized that although all studies weie unique in 
many aspects, they appeared to have several similarities, including the participants 
recruited for the studies, the reciprocal relationship between peers, the time allotted for 
peer coaching, and structured feedback as a coaching strategy. 
Participants in the Studies. A close examination of these research studies 
found that all studies involved interns as the sole or main participants. The limited 
exceptions among them are Habrouck’s study, which also involved informal interviews 
with 7 consulting teachers, and Mallette, Mabeady, and Harper s study, which included 
three pupils with special learning needs as passive participants; they simply responded 
to the interns’ teaching, interns' perceptions of peer coaching are crucial, which is 
undeniable, since they are both the givers and receivers in the process. What have been 
excluded from the research are the perceptions of other people involved in the field 
experiences, such as mentor teachers and university supervisors. This omission of other 
members’ voices about the field experiences, unfortunately, might have biased the entire 
picture of the practice. Future research should consider including other stakeholders as 
participants in addition to interns. 
Reciprocal Peer Coaching. The interns in all studies served as peer coaches for 
each other, so the coaching relationship is reciprocal (Anderson, Caswell, & Hayes, 
1994; Bowman & McCormic, 2000; Gemmell, 2003; Hasbrouck, 1997; Jenkins & Veal, 
2002; Kurtts & Levin, 2000; Mallette et ah, 1999; Ovens, 2004). This phenomenon is 
different than the peer coaching practice in inservice professional development, which 
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may involve different levels of peer experts (Joyce et al., 1980). Ackland (1991), in a 
comprehensive literature review, found two types of coaching that involve peers in 
different working relationships: expert coaching and reciprocal coaching. In expert 
coaching, the coaches are veteran or key teachers with more advanced expertise and 
provide assistance to other teachers; in reciprocal coaching, peers with similar 
experience and knowledge alternate coaching for each other. During preservice 
preparation, interns experience a reciprocal coaching relationship as all of them are 
more or less at the same level and/or they are concentrating on the same type of 
education. 
Time for Peer Coaching. Peer coaching in all studies took place as interns 
began their field experiences during the program and generally paralleled their 
coursework. Researchers suggested that once interns are in the field, the earlier peer 
coaching begins, the better (Benedetti et al., 1998), because peer coaching is a strategy 
that helps preservice teachers integrate learning and teaching. Peer coaching encourages 
serious conversations about teaching that are valuable resources for developing and 
improving the interns’ practices (Feiman-Nemser, 2001). 
Structured Feedback. Using structured feedback is a common component of 
peer coaching in these studies. In most studies (Anderson et al., 1994; Gemmell, 2003; 
Jenkins et at., 2002; Kurtts et al., 2000), the structured feedback used the three-stage 
clinical supervisory techniques-- pre-observation, observation, and post-observation 
conferences. In some studies (Hasbrouck, 1997; Mallette et al., 1999), the process of 
peer coaching was coupled with certain supplementary interventions. Hasbrouck's study 
used The Scale for Coaching Effective Instruction protocol to aid peer coaching, while 
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Mallette, et al.'s study utilized Peabody Peer Assisted Learning Strategies. The 
strategies in the studies may vary in small ways; however, the supervisory techniques 
were common to all. The use of structured feedback promotes future teachers’ abilities 
to self-analyze and self-reflect professionally and ensuies that peei coaching is not a 
random activity. 
Differences in the Studies 
These studies exhibit a certain degree of discrepancy among one another, 
although the different features factually share some similarities between each other. 
These differences are found in the following themes: the purposes of peer coaching, the 
field experiences of the research programs, the training ol peei coaches, and the effects 
of peer coaching. 
Purposes of Peer Coaching. Peer coaching in preservice teacher education is 
meant to transfer course learning into student teaching. However, not all ot these studies 
had this purpose in their designs. Among these studies, five connected methods couises 
with field experiences (Anderson et al., 1994; Bowman et al., 2000; Gemmell, 2003; 
Jenkins et al., 2002; Kurtts et al., 2000). One of those that did not involve courses was a 
4-week summer practicum (Hasbrouck, 1997), one was an after-school tutoring program 
(Mallette et al., 1999), and the other an alternative 4-week practicum (Ovens, 2004). 
Researchers have criticized the lack of the interaction between the faculty in charge ot 
field experiences and those responsible for academic and professional courses (Feiman- 
Nemser, 2001; Goodlad, 1994). Five studies demonstrated that an awareness of 
incorporating methods course learning with field experience was considered by most 
researchers. Two studies (Bowman et al., 2000; Jenkins et al., 2002), where the interns 
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were required to weave their knowledge, skills, techniques learned in previous courses 
into the peer coaching process, focused on effective teaching behaviors or skills in the 
peer coaching process. Overall, findings showed that a close relationship between 
academic learning and the field experience promotes focused and purposeful learning. 
Field Experiences of the Research Programs. The various field experiences in 
these studies manifested the scope of possibility of using peer coaching in preservice 
teacher education. Among the research programs, two (Jenkins et ah, 2002; Ovens, 
2004) used physical education; two (Hasbrouck, 1997; Mallette et ah, 1999) were 
related to students with special needs; one (Anderson et ah, 1994) was a trial 
exploration of multi-levels of supervision with the course professor and a peer coach; 
one (Kurtts et ah, 2000) was in a PDS setting; one (Gemmell, 2003) was in a regular 
practicum setting; and the last study (Bowman et ah, 2000) placed paired interns to 
coach each other in the same classroom in an experimental group and single interns 
without peer coaches in a control group. 
These variations in field experiences demonstrate shifts of visions in preservice 
teacher education in recent years. First, teacher educators have been interested in using 
peer coaching to improve the student teaching experience. Further, peer coaching is a 
strategy used to enhance the student teaching experience in various settings. Finally, 
peer coaching has been utilized as the only supervision form in some programs (Jenkins 
et ah, 2002; Mallette et ah, 1999; Ovens, 2004), while other programs combined peer 
coaching with traditional supervision, such as university supervisors or/and mentor 
teachers (Anderson et ah, 1994; Bowman et ah, 2000; Gemmell, 2003; Hasbrouck, 
1997; Kurtts et ah, 2000). 
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One noteworthy phenomenon is that the peer-coaching setting in seven studies 
was the elementary school; only Ovens' study took place in a secondary school. Ovens s 
peer coaching program illustrated a way of addressing the limitation to access to field 
experiences. This alternative practicum allowed interns to be placed into schools in 
pairs and they alternated teaching classes and coaching each other autonomously. The 
interns’ comments reflected the importance of carefully matching the school with 
teachers. These comments also revealed a message about the difficulty ot involving peer 
coaching in a secondary setting. 
Some practical factors should be considered when implementing peer coaching 
in elementary or secondary schools. These factors may include the number of subjects 
taught, flexibility of the mentor teacher’s time, and power sharing. In considering these 
factors, elementary teachers appear to have a greater potential to address peer coaching 
positively. First, elementary teachers are in charge of most subjects. This reality places 
elementary teachers in a more vulnerable situation because it is not likely that they are 
able to master each subject, so they may become more willing to receive interns. Peer 
coaching becomes an easy addition when teachers are willing to take in interns. Further, 
mentor teachers in an elementary classroom are more flexible in terms of time 
arrangement. This flexibility may affect teacher educators’ decision when they are 
considering whether or not to use peer coaching in the field experience. Finally, 
elementary teachers are more willing to take in another pair ot helping hands and to 
share power with interns. With the autonomy granted by mentor teachers, interns have 
more freedom to alternate coaching with peers. 
Secondary teachers find it challenging to provide positive support for 
implementing peer coaching. First of all, most secondary teachers teach single 
disciplines. They tend to work with colleagues and feel more able to cope with 
professional demands without the participation of interns. Second, teaching in 
secondary settings is departmental and block-based; time arrangement is an issue for 
consideration. Finally, teachers in secondary classrooms seem to hold tight to what the 
schedule should be for the day and become hesitant to share some power with interns. 
These realities may discourage inviting another outsider into a secondary classroom. 
Training for Peer Coaching. The amount of training required for a peer 
coaching program should be determined according to the behaviors observed, the type 
of peer coaching procedure, the type of data collected (Benedetti et al., 1998), and how 
far along interns are in practicum experiences. Overall, the training time in these 
research programs varied because the requirements of each field experience differed. 
Training durations ranged approximately from 2 hours to 9 hours. Most of the studies 
included training on supervisory techniques, such as goal identification, data collection, 
and data presentation in response to the type of peer coaching procedure (Anderson et 
al., 1994; Gemmell, 2003; Jenkins et al., 2002; Kurtts et al., 2000). Two studies used 
McAllister and Neuberf Praise-Question-Polish (PQP) feedback model for the post 
conference (Jenkins et al., 2002; Kurtts et al., 2000). Training in some studies used 
electronic devices, such as videotapes (Bowman et al., 2000; Hasbrouck, 1997) or 
audiotapes (Mallette et al., 1999), to aid the trainee in capturing the observed behaviors. 
When special intervention or innovative tools were utilized in the peer coaching 
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process, the training required more time and more complicated procedures (Bowman et 
al., 2000; Hasbrouck, 1997; Mallette et al., 1999). 
How far along interns are into practicum experience is another factor that 
affected training. For example. Ovens (2004) described that the 12 participating 
physical education interns had already participated in a range of practicum experiences 
and were very familiar with the school culture and the role of intern. Ovens assumed 
that the participants had the ability to coach their peers and did not provide any 
additional training for them. 
Effects of Peer Coaching. These studies have illustrated the benefits as well as 
the problems of peer coaching in the student teaching experience. To synthesize, peer 
coaching is a process that helps promote three important aspects of student teaching— 
the transfer of pedagogical theory to practice, the increase of professionalism, and the 
provision of affective support. In regards to transferring theory into practice, interns 
improved their instructional skills (Hasbrouck, 1997); interns demonstrated 
effectiveness using clarity skills in language lessons and were able to scaffold each other 
in learning to teach (Bowman et al., 2000). Coaching experiences enabled interns to 
attend to student learning (Jenkins et al., 2002) and to improve student learning 
outcomes (Mallette et al., 1999). 
With respect to increasing professionalism, peer coaching developed interns’ 
capacity to accept professional advice about their teaching (Hasbrouck, 1997). Interns 
became more accountable and committed (Ovens, 2004). Peer coaching created 
professional conversation about their teaching through positive and instructionally 
relevant feedback (Bowman et al., 2000; Kurtts et al., 2000; Mallette et al., 1999). In 
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affective support, peer coaching made interns feel more relaxed, comfortable, and 
confident (Anderson et al., 1994; Hasbrouck, 1997; Kurtts et al., 2000). They 
collaborated with and supported each other with reflective interaction (Gemmell, 2003; 
Mallette et al., 1999; Ovens, 2004). 
One aspect worth noting is that Bowman et al. found no significant difference in 
collegiality between the experimental and control groups in his study. The interns in the 
experimental groups peer coached each other in pairs, while those in the control group 
was supervised by the university supervisor. This finding may be inspiring to a teacher 
education program in two ways. First, both the experimental and control groups in 
Bowman et al.’s study received similar training about the seven clarity skills 
representing desired teacher behavior and post conferences with either peers or 
university supervisors. This minimized the difference between the two groups. Second, 
both groups attended a weekly associated seminar separately, in which all interns 
engaged in in-depth discussion and reflection of the skills they learned and practiced. So 
this indicates that as long as the teacher education program provides sufficient 
theoretical input and supervisory support as well as integrated methods seminars 
weekly, interns will build collegiality either with or without peer coaches. 
These studies also revealed problems when implementing peer coaching. The 
interns in Kurtts et al.’s study reported that they had difficulty scheduling peer coaching, 
sometimes had less effective partners, and lacked the skills to provide feedback. In 
Ovens’s study, the interns reported that they experienced an increased workload; the 
teacher education program was poorly organized; the time in school was short; and they 
lacked the skills to analyze lessons. Some researchers find that peer coaching is just as 
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effective as the university supervisors (Pierce & Miller, 1994), However, with the 
problems revealed in Kurtts et al.'s and Ovens’s studies, it would be wise lor teacher 
educators not to use peer coaches as a substitute for university supervisors; rather, peer 
coaching should be a supplement and an addition to traditional supervision of field 
experience. 
Summary 
These studies share some commonalities. First, all studies included interns as 
main participants. Second, interns reciprocally coached each other. Third, coaching time 
closely paralleled practicum. Finally, structured feedback was used to ensure that interns 
critically reflect upon their instructional practices. Some disparities are exhibited in the 
studies. Although most of these field experiences were in conjunction with methods 
courses on campus, three programs did not include course learning during the peer 
coaching process. A wide range of field experiences manifested that peer coaching has 
been recognized as a useful tactic for aiding interns in various learning settings. Most 
studies involved training but the training durations varied. Peer coaching did not 
demand too much training; however, systematic training brought forth better coaching 
results. Peer coaching helped interns transfer theory into practice, promoted interns' 
professionalism, and encouraged the provision of affective support. The combination of 
benefits helped prepare interns for their future professional career. 
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CHAPTER 3 
METHODS 
The primary' way a researcher can investigate an educational organization, 
institution, or process is through the experience of the individual people, the “others ” 
who make up the organization or carry out the process. 
Seidman (1998) 
Seidman’s statement supports the idea that the reality of an institution is not 
constructed by the goals and guidelines of the institute alone; oftentimes, it is co¬ 
constructed by how the individual people who work in the context interpret the goals 
and responsibilities and put them into practice. The purpose of this study was to 
examine the supervisory components of a licensure program, which included mentor 
teachers, university supervisors, and peer coaching through exploring the perspectives 
of the individuals in these roles. This study particularly explored how the individuals in 
these roles helped the student teaching experience and how these individuals were 
prepared to fulfill their roles. Through systematically analyzing the experiences of 
participants, I hoped to inform my understanding by piecing up the supervisory reality 
of the teacher education program. 
Rationale of Research Approaches 
A qualitative research design was selected as its characteristics and strengths met 
the purposes of this study. Qualitative research shares some common characteristics 
(Rossman & Rallis, 2003). First, a qualitative research takes place in the natural setting 
and uses multiple methods, such as interviewing and gathering documents, to name only 
the two. Additionally, the findings of a qualitative research are emergent from the data 
collected. A qualitative research is interpretive, based on description, analysis, and 
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interpretation. As far as the process of research is concerned, a qualitative researcher 
describes and interprets the social world as interactive and complex systems and views 
it holistically. Further, a qualitative researcher compares and contrasts the parts and the 
whole constantly when examining and analyzing the complex data. Hence, a qualitative 
researcher is the primary instrument throughout the study and reflects upon him/herselt 
as a researcher in the inquiry systematically. Finally, a qualitative researcher values 
his/her unique perspective as a source of understanding and is sensitive to his/hei own 
personal biography and how it affects the study. The strengths of qualitative research, 
according to Maxwell (2005), are that (a) it derives primarily from its inductive 
approach, (b) it focuses on specific situations or people, and (c) it emphasizes words 
rather than numbers. 
This is a phenomenological study, of which the core interest is to understand and 
represent the aspects of the participants’ subjective lived experiences (Merriam, 1998; 
Mertens, 1998; Rossman & Rallis, 2003), since this study seeks to probe in-depth 
understanding about how and why things are through participants’ subjective 
perceptions (Gay & Airasian, 2003). A phenomenological inquiry derives from the 
theory of phenomenology, a philosophical doctrine proposed by Edmund Husserl about 
1905, and focuses on exploring the essence of human experiences (Husserl, 1982). A 
phenomenological inquiry seeks to explore ways participants perceive and inteipret 
events and their interactions with the events. The inquiry approach is to invite 
participants to describe, interpret, and self reflect upon their own experiential world 
(Manen, 1990), while the researcher’s interest is to understand and portray the multi- 
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facets and iteration of the complexity of the participants’ lived world in-depth and 
systematically (Seidman, 1998). 
In addition, this study’s methodology is an alternative model of in-depth 
phenomenological interviewing, as it will examine the beginning, middle, and end of a 
participant’s subjective experience related to the research topic. In-depth 
phenomenological interviewing, developed by Seidman (1998), is structured to involve 
three sequential sets of interviews. The interviews include exploring lived experience 
that is topic related, detailed contextual experience, and meaning reflection. Seidman 
stresses the importance of respecting the structure as he contends that each interview 
serves a purpose by itself and within the series and that each interview provides a 
contextual foundation for the exploration of the next. However, Seidman also suggests 
alternatives to the structure and process in light of various reasons or constraints that 
researchers might encounter in various research contexts and that there is frequently 
indefiniteness in the world of interviewing. 
Methods 
In this section, I discuss about six components of the research methods. They 
include study setting, participants, data collection, data analysis, research validity, and 
researcher profile. 
Study Setting 
This study specifically explored the field supervisory phenomena of Early 
Childhood and Elementary Teacher Education Collaboration (ECETEC) in a 
northeastern research-based flagship university. ECETEC originated as a pilot study 
with 9-10 interns per year for 5 years. As it evolved into a full-ledged program in 2003, 
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ECETEC has became a merger of the previous Early Childhood and Elementary 
Education Programs with an expanded potential capacity of 80 master’s students. This 
merger led to the state Initial Licensure in Early Childhood or Elementary Education. 
During the pilot study, peer coaching was added as a focal component into the 
traditional supervisory model comprising university supervisors and mentor teacheis in 
the classrooms (Gemmell, 2003). In order to explore the potentiality of peer coaching 
utilized in practicum field, the study provided interns with peer-coaching training and 
expected program supervisors to support them through reading and commenting on peer 
observation write ups throughout the implementation process. The findings of the study 
revealed that peer coaching was beneficial to interns because they felt more comfortable 
sharing and risk-taking, were encouraged and reassured, and had more opportunities for 
professional collaboration with peers. 
The ECETEC supervisory model adopted the supervisory model utilized in the 
pilot study and consisted of three components: peer coaching, the university supervisor 
and the mentor teacher. As a result, according to program documents, in addition to 
have a mentor teacher to work with daily in the classroom and an assigned program 
supervisor to visit for observations and meetings, each intern had 2 peer coaches from 
different classrooms in the same school or different schools to alternate observations 
with during the first semester. In the second semester, they were required to peer coach 
with each other only once. 
In ECETEC, the students obtain a master’s degree and a teacher license after 
approximately 10 months of program education, including coursework and field 
practicum taking place in the same time span. The students were placed in 4 cohorts. 
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They practiced teaching in elementary or kindergarten classrooms based on their 
concentration in a three-day pre-practicum for the first semester and a 5-full-day 
practicum for the second. 
Manifesting its youthfulness, the program keeps growing, evolving, and 
restructuring. In the school year of 2005-2006, the organization of the field supervision 
was restructured owing to some faculty change in the program (see Table 2). In the 
previous two years, the organization was more level. Student teachers in each cohort 
attended an integrated methods seminar weekly that provided an opportunity for field 
reflection, issue discussion, and problem solving and helped incoiporate theory into 
practice. The program coordinator was one of the seminar instructors. All the seminar 
instructors also served as coordinators for program supervisors and mentor teachers in 
their own cohort. 
This year, the organization included more layers in order to connect and 
incorporate each element of the organization. The program coordinator was no longer 
involved in teaching this integrated methods course and one adjunct instructor left the 
position as well. Two new tenure-track professors took over the instruction of these two 
vacant cohorts. Along with this, the instructors no longer presided meetings with either 
program supervisors or mentor teachers. A field coordinator was hired to take care of 
the placements of interns and the communication between the program and the schools. 
The field coordinator sent a program packet to mentor teachers in the beginning of each 
semester and newsletters to students and program supervisors and at times to mentor 
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Table 2 
Flow Chart of ECETEC Supervision 
Program 
coordinator 
Communication 
with Field 
Coordinator and 
other members 
on a needed basis 
Field 
Coordinator 
• Placements 
• Contacting 
MTs 
• Newsletters 
• Solving field 
problems 
• Holding 
meetings with 
Head TAs 
biweekly 
« ► 
7! 
Cohort 1 
Head TA 
■ Leading 
Cohort 
Seminars 
■ Supervising 
STs 
■ Meeting 
With PSs 
Biweekly 
PSs 
Conferencing 
with MT & 
ST 
Supervising 
STs 
Meeting with 
Head TA 
biweekly 
Evaluating ST 
Cohort 2 
Head TA 
■ leading 
Cohort 
Seminars 
■ Supervising 
STs 
■ Meeting 
With PSs 
Biweekly 
Cohort 3 
Head TA 
■ Leading 
Cohort 
Seminars 
■ Supervising 
STs 
■ Meeting 
With PSs 
Biweekly 
Cohort 4 
Head TA 
■ Leading 
Cohort 
Seminars 
■ Supervising 
STs 
■ Meeting 
With PSs 
Biweekly 
PSs 
Conferencing 
with MT & 
ST 
Supervising 
STs 
Meeting with 
Head TA 
biweekly 
Evaluating ST 
PSs 
Conferencing 
with MT & 
ST 
Supervising 
STs 
Meeting with 
Head TA 
biweekly 
Evaluating ST 
PSs 
Conferencing 
with MT & 
ST 
Supervising 
STs 
Meeting with 
Head TA 
biweekly 
Evaluating ST 
MTs 
Formal and 
informal 
Observations 
STs 
Formal peer 
coaching 
MTs 
Formal and 
informal 
Observations 
STs 
Formal peer 
coaching 
MTs 
• Formal and 
informal 
Observations 
STs 
Formal peer 
coaching 
MTs 
Formal and 
informal 
Observations 
STs 
Formal peer 
coaching 
Note: PSs: program supervisors; MTs: mentor teachers; STs: interns; and TA: teaching assistant. 
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teachers when needed. The coordinator was expected to visit schools to check in with 
the mentor teachers once or twice a semester. In many schools, a mentor teacher was 
also delegated as a liaison to pass along information between the program and the 
school. 
Additional 4 head Teaching Assistants (Head TAs) were assigned in each cohort 
to work as a transit between the field and the program. The Head TAs were required to 
provide students with additional support about requirements and assignments at a 
regular one-and-a-half-hour meeting on Thursdays as a whole group in the first semester 
after the semester was one month into the school year. In the second semester each Head 
TA held a required one-and-a-half-hour biweekly seminar to the students in his/her own 
cohort in order to solve field problems, answer questions, organize requirements and 
assignments, and help document the Professional Performance Assessment (PPA), the 
final assessment documentation required by the state. 
Participants 
I included two separate groups of participants in the study in light of the fact that 
this study involved both surveys and semi-structured in-depth interviewing. With 
respect to the survey part of the study, I included three groups of people: 69 mentor 
teachers, 15 program supervisors and all 69 students in ECETEC. 
In light of the design of the survey was to capture a snapshot of the participants’ 
attitudes, opinions, and preferences regarding the helpfulness and training of the three 
supervisory components, I made sure that survey took place prior to interviewing. The 
survey took about 10 to 15 minutes to complete. With the support of Head TAs, the 
survey was administered to interns during their cohort bi-weekly seminars with an 
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attached cover letter (Appendix A) that stressed the voluntary nature of the survey. The 
survey to interns resulted in a responsive rate of 75%, with effective 52 samples. 
Multiple approaches were utilized for surveying program supervisors. Some 
survey samples were completed when I encountered the participants at program 
supervisor meetings. Some were administered when I met them in classes and some 
through emailing. This group of people finished the survey process collectively earlier 
than the other two groups, with an 80% responsive rate and 12 effective samples. 
Although efforts to survey the three groups started concurrently, responses from 
mentor teachers were the most unpredictable and hardest to attain, which were affected 
by the factors that mentor teachers scattered everywhere in different schools and in 
different districts and that many teachers could not handle technology effectively. In the 
consideration of applicability, multiple approaches were utilized - a) emailing with 
following up, b) regular mails with stamped envelopes and my address sending to either 
school addresses or home addresses, and c) a personal delivery to the mailboxes in 
school offices. The survey to this group of mentor teachers resulted in 50 effective 
samples, with a responsive rate of 72%. The data of the three-groups survey samples 
were not keyed in SPSS software until all were collected. 
Mentor teachers' basic information: Survey findings indicated an array of 
mentor teachers’ background information (see Table 3). With respect to gender, 41 
mentor teachers (82.0%) were female and 9 (18.0%) male. Many mentor teachers 
(62.0%) were more than 51 years old, with an average of 50 years old. The demographic 
composition was predominantly white (92.0%). With respect to educational 
background, most mentor teachers (78.0%) had a degree of M.A. In terms of teaching 
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level, 46 teachers (92.0%) taught in the elementary level and 4 (8.0%) in kindergarten. 
This result exhibited that more kindergarten teachers chose not to respond to the survey 
than those in elementary level according to student teachers' concentrations which said 
11 student teachers focused on kindergarten education. 
Regarding teaching experiences, mentor teachers taught for an average ot 20 
years. These findings exhibited that ECETEC involved in their field efforts 
schoolteachers with various teaching experience backgrounds starting from beginning 
teachers who taught for a few years to senior teachers who taught more than 31 years. 
Mentor teachers' mentoring experiences were comparatively less than their teaching 
experiences. A good number of teachers had been mentoring interns for a very minimal 
history: 16 (32.0%) had only 0-2 years and 13 (26.0%) 3-5 years, which comprised 58% 
of the responsive population, with an average experience of 8 years. This result showed 
that ECETEC had included many new mentor teachers recent years onto the field effort. 
Table 3 
Mentor Teachers’ Basic Information 
Characteristic Number Percentage Average _*sz_ 
GENDER 
Female 41 82.0 
Male 9 18.0 
50 AGE (years old) 
26-30 
'J 6.0 
31-35 5 10.0 
36-40 4 8.0 
41-50 7 14.0 
51 and above 31 62.0 
RACE 
Black or African American 2 4.0 
Asian or Asian American 1 2.0 
Hispanic or Latino 1 2.0 
White 46 92.0 
DEGREE 
(The table continues on the next page.) 
(The table continues from the previous page.) 
B.A 10 20.0 
M.A 39 78.0 
Missing 1 2.0 
TEACHING LEVEL 
Elementary 46 92.0 
Kindergarten 4 8.0 
TEACHING EXPERIENCE (years) 
1-5 1 2.0 
6-10 10 20.0 
11-15 7 14.0 
16-20 6 12.0 
21-30 16 32.0 
Above 31 10 20.0 
MENTORING EXPERIENCE (years) 
0-2 16 32.0 
3-5 13 26.0 
6-10 7 14.0 
11-15 6 12.0 
16-20 3 6.0 
21-25 2 4.0 
26-30 3 6.0 
Program supervisors’ basic information: Results indicated that 10 program 
supervisor (83.3%) were female, and 2 (16.7%) male, with an average of 40 years old 
(see Table 4). Demographically, 2 program supervisors (16.7%) were blacks, 1 (8.3%) 
Asian or Asian American and 9 (75.0%) whites (see Table 4). With respect ol personal 
statuses, 6 program supervisor (50.0%) were doctoral students, 1 (8.3%) a master’s 
student, 2 (16.7%) retired teachers and 3 (25%) others. Two of them held a B.A. degree 
and 10 M.A. Two program supervisors (16.7%) were new in the program with no prior 
supervising experience; most (58.3%) had 1-5 years of supervising experience, with an 
average of 8 years. Nevertheless, they all came with more or less teaching experience, 
with an average of 14 years. 
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Table 4 
Program Supervisors’ Basic Information 
Characteristic Number Percentage Average 
GENDER 
Female 10 83. 3 
Male 2 16.7 
AGE (years old) 
26-30 2 
40 
16.7 
31-35 4 33.4 
36-40 1 8.3 
41-45 1 8.3 C 
46-50 0 0 1 
51 and above 4 33.3 
RACE 
Black or African American 2 16.7 < a* 
Asian or Asian American 1 8.3 J 0 
Hispanic/Latino 0 0 0 
White 9 75.0 * 
Status 
Master’s student 1 8.3 
Mill 
< 
mu 
2 
Doctoral student 6 50.0 p 
7 
0 Retired teacher 
2 16.7 
Others 3 25.0 ■in 
DEGREE 
B.A 2 16.7 
r 
m 
M.A 10 83.3 
V 
nun 
SUPERVISING EXPERIENCE (years) 8 *n. ,lfP' 
0 2 16.7 
mil 
ii(JM 
1-5 7 58.4 
"*U 
6-10 1 8.3 
11-15 0 0 
16-20 0 0 
21-25 1 8.3 
26-30 1 8.3 
TEACHING EXPERIENCE (years) 
1-5 4 
14 
33.2 
6-10 0 16.7 
11-15 2 16.7 
16-20 2 16.7 
21-25 0 0 
26-30 0 0 
Above 31 2 16.7 
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Student teachers' basic information: Results demonstrated that ol all responsive 
interns 50 (96.2%) were female and 2 (3.8%) male, with an average ot 26 years old (see 
Table 5). Most inters were white (88.5%), with black or African American (7.7%), 
Asian or Asian American (1.9%) and Hispanic or Latino (1.9%). Most interns (78.8%) 
focused on elementary education and some (21.2%) on early childhood education. 
Interns had a great variety of choices for future teaching school sites. 
Table 5 
Student Teachers' Basic Information 
Characteristic Number Percentage Average 
GENDER 
Female 50 96.2 
Male 2 3.8 
AGE (years old) 
20-25 41 78.9 
26 
26-30 8 15.4 
31-35 ? 3.8 
36-40 1 1.9 
RACE 
Black or African American 4 7.7 
Asian or Asian American 1 1.9 
Hispanic or Latino 1 1.9 
White 46 88.5 
FOCUS LEVEL 
Elementary 41 78.8 
Kindergarten 11 21.2 
FUTURE TEACHING SITE CHOICE 
Urban school 13 25.0 
Suburban 13 25.0 
Rural school 7 13.5 
Flexible 17 32.7 
Missing 2 3.8 
Regarding the interviewing, I selected totally 24 participants based on the 
consideration of the principles of do-ability, want-to-do ability and should-do ability 
(Rossman & Rallis, 2003). I had planned to include 8 mentor teachers, 8 program 
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supervisors and 8 interns. Adjustment of the participant number in the course of the 
exploration took place (Merriam, 1998) when some mentor teachers constantly 
experiencing time constraints could not partake, which resulted in excluding one mentor 
teacher and including program coordinator in order to maximize my understanding of 
the program (Mertens, 1998). 
The recruitment for interview participants started from recruiting program 
supervisors with diverse backgrounds to snowball sampling of mentor teachers and 
interns (Merriam, 1998). Being a program supervisor myself, I specifically looked lor 
supervisors with various experiential backgrounds and from different cohorts so as to 
yield a better representative pattern of the population. Through these supervisors’ 
referrals, mentor teachers and interns were recruited. I made an endeavor not to include 
the students that I was supervising to avoid bias. An inlormed consent letter (Appendix 
B) was signed by each participant. 
This study took place in the second semester of the student teaching experience, 
which was a mature time for the study, as it had been well into the school year and all 
the participants had been familiar with the supervisory practice in the program and the 
schools. In addition, the participants were more able to explore their experiences with 
judgment and insight. wSub-questions were constantly revised and modified along the 
progress of interviewing to aim more precisely at the intended research questions. 
Further clarification was requested with each interviewee when doubts or questions 
arose. 
Data collection 
Data collection was via three major sources: (a) a short survey tailored to each 
group of participants, (b) two semi-structured in-depth interviews and (c) program 
documents. 
Surveys: A survey is descriptive in nature and can be used within other research 
designs (Mertens, 1998). It is useful for examining a variety of educational concerns, 
which include assessing attitudes, opinions, preferences, and demographics (Gay & 
Airasian, 2003). Although people might be suspicious of the honesty of the answers in 
light of the self-reporting nature, a survey is useful to meet the purpose of capturing the 
descriptive characteristics of a sample at one point in times (Mertens, 1998). 
For the purpose of this study, surveys (Appendixes C, D & E) were designed to 
distribute to mentor teachers, program supervisors and interns respectively. They were 
constructed based on current research findings and my professional judgment as a 
teacher, supervisor and researcher. The surveys were utilized to collect the demographic 
information of the people involved in the field experience. In addition, they served to 
capture a quick snapshot of the participants’ descriptive characteristics, such as 
attitudes, opinions, and preferences towards the three supervisory components regarding 
their helpfulness and training. Survey findngs provided additional prompts of inquiry 
into finding out likely facts behind the statistical numbers. 
Interviews: An interviewing approach was utilized as the major source of data 
collection. Each participant received two semi-structured in-depth interviews. This in- 
depth interviewing was designed to take place twice instead of thrice owing to the 
considerations of data sufficiency of this study and availability of all participants who 
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were facing time constraints in the second semester of the program. Adjustment was 
made to a few participants according to their conveniences and their willingness of time 
commitments. This adapted interviewing strategy increased the richness of the data in a 
couple of ways. First, the additional sharing of the participants’ prior topic-related 
experience in the beginning of the interviewing helped warm up the interviewee’s 
interest and trustworthiness of sharing and established foundation for further 
development of the focused contextual experience. Second, it increased participants’ 
willingness to partake in the study in considering the reasonable time commitment. 
Both interviews were semi-structured with all research questions covered. Each 
interviewing lasted about 90 minutes and was audiotaped. The tirst interview covered 
two areas — a participant’s prior topic-related experience and his/her focused lived 
experience in the ECETEC context. The second interview involved the paiticipant s 
experiences in working with other members on the student teaching team and the 
reflection of his/her experiences. Probing questions followed when unclear areas were 
identified in the conversations with the same participants or between conversations 
across various participants. 
Program documents: Program documents was collected to reveal the 
requirements of the program. The documents included the program package, 
expectations of, and guidelines to interns, mentor teachers, and program supervisors. 
Data Analysis 
Data analysis was conducted according to the nature of each research approach. 
First, the SPSS software was used to organize and analyze the survey data. Second, the 
process of qualitative data analysis was multiple layers of tasks and a process ol 
constant contrast and comparison (Miles & Huberman, 1994). All the inteiviews were 
verbatim transcribed. The Ethnograph software was used to manage the data. Initial 
analysis of the data started from coding meaningful chunks along with the examination 
of the transcripts to identify common categories. Later transcripts were constantly 
compared with the previous (Goetz & LeCompte, 1984). The data grouping changed 
from one set of data analysis to another. After trials and errors for a few sets of data, the 
categorizing became more stable and sensible. 
A variety of strategies were applied to analyze and categorize data. I applied 
Strauss and Corbin’s coding techniques and procedures to broaden and enrich the data s 
dimensions and properties (Strauss & Corbin, 1998); while Constas s Documentational 
Table for the Development of Categories helped generate the final categorization of the 
data (Constas, 1992). I consulted with critical friends to modify and reflected the 
concept of categorization. Memos keeping along the way of conducting the research 
helped clarify analytic trails. Finally, the program documents were analyzed to represent 
the definition of the roles of the three components and the program mission. 
Research Validity 
The quality of data interpretation can be assured through designs for repeatedly 
testing or reaffirming meanings and avoiding bias (Maxwell, 2005; Miles & Huberman, 
1994). In this sense, I triangulated the study with multiple data sources using 
quantitative and qualitative approaches in the hope that these various methods 
strengthened the interpretation and conclusions of this study. In the process of selecting 
interview participants, I treied to take a preventive step to exclude the interns that I was 
currently supervising in interviewing. By doing so, I made sure that all interviewees 
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could freely talk about their genuine lived experience without feeling threatened. Using 
a group-oriented, semi-structured question protocol, I ensured that the questions were 
open-ended and equally asked to each individual participant in each group. I tried to 
solicit feedback about my data and conclusions from the participants so as to prevent the 
possibility of misinterpretation of what they meant and what they perceived ot their 
experiences. Feedback from peers and people who were not in this field were constantly 
sought to identify validity threats, my personal bias and assumptions, and flaws in my 
logic or methods. I ensured that rich data were collected through verbatim transcription 
of every interview that I conducted. 
Researcher Profile 
My interest in this topic has been related to my prior experiences of student 
teaching and mentoring interns as a teacher in public schools and then supervising 
interns as a graduate student in UMass. First, I was an intern myself as a Normal 
University student when supervision was not a supportive component for preservice 
teachers' professional development. I was very lost in that experience. Second, I was a 
mentor teacher to some student interns when I taught in K12, feeling helpless and 
knowing nothing about how to mentor my interns. Third, I woiked as a lesouice peison 
in the previous elelmentary teacher education, where the supervision in the field was 
consisted of interns, mentor teachers, and program supervisors. This was the first 
experience that I was exposed to the clinical supervision techniques, which fascinated 
me as a beginning learner of teacher education. Driven by the desire to understand 
further, I conducted a qualitative study examining interns' perceptions on the presences 
of program supervisors in their student teaching experiences. 
Lasly, I started to work as a program supervisor when ECETEC began in 2003. 
With the additional component of peer coaching, my curiosity soared even more. I 
would like to explore more about interns’ field experiences with the three components 
working together. Though my pilot study informed me with some statistic numbers 
about the effects of the three supervisory components, 1 intended to investigate deeper 
the supervisory reality of this program in this dissertation study. 
Summary 
This study explored the perspectives of the supervisory components of a pre¬ 
service teacher education program, which included program supervisors, mentor 
teachers and peer coaching. To avoid bias and to test meanings, this study utilized 
triangulation of multiple data sources, such as a short survey, interviews, and program 
documents. This study sought to investigate the voices of all three stakeholders, to 
examine how they collaborated throughout the field efforts, and to examine interns 
potential attitudes towards collaboration with other members in the learning 
communities to which they belonged and how the program impacted the field 
experience. Finally, the findings of this study coulf inform the study teachei education 
program of its field practices. 
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CHAPTER 4 
MENTOR TEACHERS 
Research findings are presented in chapters 4, 5 and 6 that answer the study 
questions. After presenting each area, I conclude each section with a summary so as to 
give an overview of the results. Chapter 4 concentrates on mentor teachers. The research 
questions addressed in this chapter are - a) To what extent does a mentor teacher help 
preservice teachers' development during student teaching? b) How does a mentor 
teacher learn his/her role? 
How Mentor Teachers Helped Interns During Student Teaching 
This section is dedicated to the influences, roles and responsibilities of mentor 
teachers. The discussion focuses on: a) the influences of mentor teachers on the student 
teaching experience; b) the roles of mentor teachers during student teaching; and c) the 
progressive steps in mentoring interns. 
The Influences of Mentor Teachers During Student Teaching 
Findings from the survey regarding rating mentor teachers’ helpfulness to interns 
learning to teach.(see Table 6) indicated that 12 program supervisors (100%), 48 mentor 
teachers (96%) and 43 interns (82.7%) rated that mentor teachers were always/usually 
helpful to interns learning to teach. Nonetheless, 2 mentor teachers (4.0%) were not sure 
and 9 interns (17.3%) rated mentor teachers sometimes/seldom/not helpful. Findings 
indicated that an overwhelming majority of mentor teachers was helpful and that 
program supervisors were utterly trustful that mentor teachers helped when interns were 
learning to teach. Results also showed that a few interns did not experience sufficient 
mentor support during student teaching. 
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Table 6 
Ratings on Mentor Teachers’ Helpfulness to Interns Learning to Teach 
Program 
Supervisors’ 
Mentor 
Teachers’ 
Student 
Teachers’ 
Frequency Percent Frequency Percent Frequency Percent 
Always helpful 
Usually helpful 
Sometimes helpful 
Seldom helpful 
Not helpful 
Not sure 
7 58.3 
5 41.7 
0 0 
0 0 
0 0 
0 0 
34 68.0 
14 28.0 
0 0 
0 0 
0 0 
2 4.0 
29 55.8 
14 26.9 
4 7.7 
4 7.7 
1 1.9 
0 0 
Total 12 100.0 50 100.0 52 100.0 
Findings from the survey regarding rating mentor teachers’ helpfulness to interns 
learning about clinical supervision (see Table 7) indicated that 2 program supervisors 
(16.6%), 36 mentor teachers (72.0%) and 25 interns (48.1%) rated that mentor teachers 
were always/usually helpful. Additionally, 10 program supervisors (83.3%), 14 mentor 
teachers (28%), and 27 interns (51.9%) rated that mentor teachers were sometimes/ 
seldom/not helpful or were not sure of their helpfulness. Findings revealed that there 
were discrepancies in the rating of each component. Most mentor teachers believed that 
they were helpful. But program supervisors did not trust as much. Additionally, the 
findings indicated that approximately a half of the responded interns believed that 
mentor teachers were helpful in their learning about clinical supervision, while the other 
half did not. 
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Table 7 
Rating on Mentor Teachers’ Helpfulness to interns Learning about Clinical 
Supervision 
Program 
Supervisors’ 
Mentor 
Teachers’ 
Student 
Teachers’ 
Frequency Percent Frequency Percent Frequency Percent 
Always Helpful 1 8.3 18 36.0 11 21.2 
Usually Helpful 1 8.3 18 36.0 14 26.9 
Sometimes Helpful 10 83.3 7 14.0 13 25.0 
Seldom Helpful 0 0 2 4.0 5 9.6 
Not Helpful 0 0 0 0 8 15.4 
Not Sure 0 0 5 10.0 0 0 
Missing 0 0 0 0 1 1.9 
Total 12 100.0 50 100.0 52 100.0 
Findings from the survey regarding emotional support from mentor teachers (see 
Table 8) indicated that 7 program supervisors (58.4%), 44 mentor teachers (88.0%) and 
39 interns (75.0%) believed that mentor teachers were always/usually helpful in 
supporting interns emotionally. Conversely, 5 program supervisors (41.6%), 6 mentor 
teachers (12.0%), and 13 interns (25.0%) rated that mentor teachers were 
sometimes/seldom/not helpful, not sure or missing. Findings demonstrated that most 
mentor teachers were confident that they were helpful in providing interns with 
emotional support, which was closely supported by interns ratings. Program 
supervisors, nevertheless, were not as optimistic about mentor teachers’ emotional 
support to interns. It was important to note from the findings, however, that one louith 
of the responded interns did not feel as much supported, which revealed certain degrees 
of distance in the relationships between interns and mentor teachers. 
Table 8 
Emotional Support from Mentor Teachers 
Program Mentor Student 
Supervisors’ Teachers’ Teachers’ 
FrequencyPercent FrequencyPercent FrequencyPercent 
Always Helpful 2 16.7 24 48.0 23 44.2 
Usually Helpful 5 41.6 20 40.0 16 30.8 
Sometimes Helpful 3 25.0 2 4.0 6 11.5 
Seldom Helpful o d 0 0 4 7.7 
Not Helpful 0 0 0 0 3 5.8 
Not Sure 0 0 4 8.0 0 0 
Missing 2 16.7 0 0 0 0 
Total 12 100.0 50 100.0 52 100.0 
In summary, regarding the influences of mentor teachers during student teaching, 
the survey investigated three areas — helpfulness to interns learning to teach, helpfulness 
to interns learning about clinical supervision and emotional support. Results 
demonstrated that mentor teachers were very influential to interns in aspects of learning 
to teach and emotional support. Nevertheless, they were not as influential in the aspect 
of learning about clinical supervision. These findings supported those in my pilot study. 
The Roles of Mentor Teachers 
Findings from interviews indicated that the roles of mentor teachers were nicely 
represented by analogies that emerged from the interview data. Although it took a 
variety of analogies, each of which caught some essence of the roles, collectively all 
analogies composed the fuller picture of what mentor teachers’ roles were in this 
program. The analogies utilized to illustrate the roles included: the lifeblood, a coach, a 
parent, a grandmother, a professor and a friend, and a senior in high school. 
The lifeblood: Findings from interviews indicated that the role of mentor 
teachers was compared to “the lifeblood of the semester” by Becky, a program 
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supervisor, who believed that everything in the practicum was reliant on mentor 
teachers. 
Jay, a head TA and program supervisor, echoed Becky’s point: “The teacher is 
really the person that the intern is learning the most from. They’re with them every day. 
They’re learning daily skill, even stuff as big as and as minute as like a grade book and 
how to grade papers.” 
Nancy, a head TA and program supervisor, supported the point: 
[The] mentor teacher I see more as looking at that pre-service teacher as a 
whole. How are their personal skills? How are their communication skills? Who 
are they as a person? What skills are they bringing? Are they a wonderful artist? 
Is that something they could develop in this class and help the students with? I 
see the mentor teacher as providing the intern with a space, like a safety net to 
try what they want to try or what they need to try but in a safety net where they 
have the backing. They have the backing and they have to create the safety net 
where they feel comfortable enough to try things but then to catch them il it's not 
going the way they want or if it's not going the way that's productive for the 
students, help develop and continue to alter their goals and work towards the 
goals as an educator. (Head TA & PS: Nancy) 
Nancy believed that mentor teachers knew the intern as a whole, provided a safety 
environment where interns felt comfortable to try out new ideas, and helped steer 
interns’ direction towards professional development. 
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As the lifeblood, the behavior of mentor teachers was crucial. Marla, a mentor 
teacher, was of the view that “The mentor teacher has to be more of a facilitator to 
facilitate the growth and experimentation and taking of risk, trying little things for the 
student teacher and then supporting it. If they fall, they get them back on track.” 
Grace, another head TA and program supervisor, built on the point: 
If I were an intern, I would want support with the curriculum. I would want the 
support in planning lessons. I would want classroom management support. I 
would want discipline, behavioral management support. I would want my work 
to be recognized. I want the mentor teacher to observe what I am doing. I want 
my mentor teacher to evaluate my work, give me feedback on work that I am 
doimi, give me feedback — oral feedback as well as written feedback on lessons 
that I deliver. I really want the support of the mentor teacher, helping me just sit 
into the classroom and making the adjustment from walking in to fulfilling full 
term teacher roles. (Head TA & PS: Grace) 
Grace suggested that a mentor teacher should support an intern throughout the process 
of learning with respect to curriculum planning, instruction and classroom management 
skills. Further, the mentor teacher should observe an intern teach, facilitate self¬ 
reflection and provide feedback. 
A coach: Findings from interviews indicated that the role of a mentor teacher 
was compared to a coach, someone who organized and directed the learning in the 
classroom with an intern and a program supervisor in it. As Leon, a mentor teacher, put 
[My role as a mentor teacher] has been a coach because I look at teaching as 
being a coach. You get everybody engaged, motivated and have a goal that you 
are working toward. You are trying to develop this sense of team and 
everybody’s working toward the goal. In terms of the other adults in the 
classroom, they are my assistant coaches. So I could kind of get this vision going 
and get the energy moving and that all these wonderful people kind of work with 
satellite groups and with individual kids and within this prime work to make 
sure that we all moving that direction. (MT: Leon) 
Leon compared his own role as a mentor teacher to a coach because he motivated, 
engaged and developed students, the intern and other adults in the classroom in the 
sense of team and encouraged everybody to work towards the goal. 
Leon further described the vision: 
We all want to win. And the winning is children being happy and successful and 
achieving. We also want to see the intern winning too because it's our goal to 
have them as well prepared as possible to go out to find their teaching job. So 
there is sort of two games going on at the same time that there are the kids in the 
classroom and then there is another layer of the intern being successful with the 
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kids, but also being successful as a teacher within as a sort of another assistant 
coach to the extent that they are providing support for the students. We are all 
working toward the same goal. (MT: Leon) 
Leon had a picture of dual layers of learning taking place in the classroom 
simultaneously - one for the intern, the other for the students. He defined that the 
mutual goal for the layers was winning, for students to be successful in learning with 
additional support of interns and for interns to thrive in learning to teach with additional 
support from an assistant coach - the program supervisor. 
A mentor: Findings indicated that mentor teachers were compared to a mentor. 
As an intern. Dawn, put it: “‘Mentor’ is just the perfect word for it because they 
constantly model for you and on a daily basis give you feedback what was going on. 
‘Mentor’ is the perfect word, especially when I like my teacher's style. It's really like you 
want to emulate her.” 
Hannah, a mentor teacher, described her role of being a mentor: “I don't want 
them to be miserable. I want it to be a positive experience. I want them to learn.” Harry, 
a program supervisor, built on Hannah's point: 
That's the heart of what it is in that relationship. Mentoring is trying to be 
supportive, be nurturing, be encouraging, be communicative. The goal is for that 
relationship to evolve from someone feeling like a guest to feeling like they are a 
family member. It would be a gradual process of working intern into having 
different responsibilities. (PS: Harry) 
Hairy believed that as a mentor, the mentor teacher nurtured, encouraged and 
communicated with the intern. Additionally, the mentor teacher supported the intern to 
gradually fit in the classroom and take on a variety of responsibilities. 
A parent: Findings indicated that the role of the mentor teacher was compared to 
a parent. Drawing from her past experience, Kay, a mentor teacher stated, “My mentor 
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teacher was like a parent. I need their approval. I need them to tell me I am doing a good 
job. I need to know it’s good or it is not.” 
Maria, an intern, built on the point: 
The role of mentor teachers is kind of like a mother because they care about you. 
They care about that child learning how to be a better teacher. Like a mother isn t 
going to do anything to harm their child. I am not going to give you bad advice 
and I am not going to yell at you and punish you. A loving mother understands 
that there's give and take. I feel they see that curiosity in their child and they see 
that they are learning stuff from their kid too whether it's technology 
advancements. They are learning how to use the computer from their kids or cell 
phones. They are learning how to use that or whether it's a new way to solve a 
math problem that they didn't learn when twenty years ago when they are in 
school. Mothers learn from their children just as much as they teach to them. 
(ST: Maria) 
Like loving parents, as Maria believed, mentor teachers valued interns’ learning and 
were willing to learn from interns as well as if they were learning from their own 
children to keep themselves abreast with the times. 
Caitlin, another intern, shared her experience: 
My relationship with my first teacher Sandy was like... a mother... because she 
recognizes my emotional struggles in ECETEC with balancing our lives in our 
classes and everything. She was also someone who serves as a resource to me to 
give me advice, to tell me what she would have done in the lesson or ask me 
what I would have done. (ST: Caitlin) 
Caitlin felt she had a parent/child relationship with her mentor teacher, who understood 
her emotional struggles between the school and the university. In addition, her mentor 
teacher supported her with advice and tips for teaching. 
As a mentor teacher, Hannah, realized that mentor teachers were doing things 
similar to what parents would do to their children: 
It’s like you watch them fall and then you pick them up and you dust them off 
and you send them off again. Then you encourage them... when they mess up. 
You have... to guide and to support. And then ultimately if you think they are 
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successful they'll leave you and go somewhere else... In a lot of ways, I am a 
parent. (MT: Hannah) 
Hannah believed that mentor teachers allowed interns to take risks and encouraged them 
when they were frustrated and that ultimately mentor teachers guided, supported, and 
wanted interns to leave as successful teachers. 
Another mentor teacher, Courtney, built on the point: 
It should be like parent/child. You are expecting the parent to model for their 
child. I am not saying that you treat them like a child, but it’s that same 
handholding type of thing. You want to make sure that they can develop as much 
as they can and be respectful and follow the rules. Another thing that they have 
to know about is following the rules of school and the classroom and maybe 
trying to negotiate their own rules. It’s an adult version of the parent child 
relationship. (MT: Courtney) 
Courtney believed that although this parent/child relationship was of an adult version, 
mentor teachers still held interns' hand making sure that interns were developing, were 
respectful and followed the school rules and classroom rules, and negotiated their 
places. 
A grandmother: Findings indicated that participants compared mentor teachers 
to a grandmother. As a mentor teacher, Joy put it: “It’s a grandmother.” Joy provided an 
additional commentary on the point: 
As a grandmother you would never say I am going to plot it all out for you. And 
you just have to walk the path. You have to be able to share the ways that you 
stumbled and tripped along your way. It's a little bit of that guarding angel that's 
sitting on your shoulder saying, “You can do this. 1 am here with you.” In spirit 
even though you are sitting up there in the teacher chair, even though I am trying 
to pull back right now, I know I am going to sit in my desk now [and] keep my 
mouth shut. On the other hand, it’s that kind of wanting this person to know they 
can rely on you. But if you've done your job right, they also know that they have 
got you there to lean on, but don't need you there every step of the minute, every 
step of the way. (MT: Joy) 
Through her own experience, Joy realized that mentor teachers were like a grandmothei 
who cared about interns and shared wisdom from their experiences with interns, yet 
thoughtfully tried to hold back and observe so that interns could obtain the opportunity 
to experiment on their own. Like a grandmother, mentor teachers also made interns 
aware that they could rely on mentor teachers for support and guidance. 
Joy, nonetheless, rasied her concerns: 
A mentor teacher could be fabulous at knowing curriculum design and 
frameworks and could spell the frameworks. But if you really don't have that 
other layer of empathy for what their workload is, what their struggles are for the 
way, we really put in our own personal commitments and perspective with our 
professional commitments. (MT: Joy) 
Despite the fact that mentor teachers had all the wisdom in teaching in light of 
experience, Joy suggested that mentor be empathetic with the woikload the interns weie 
shouldering and not impose their own professional perspective and commitment on 
interns. 
A professor and a friend: Findings indicated that a mentor teacher was compared 
to a professor and a friend simultaneously. As Reese, an intern, illustrated the 
relationship with her mentor teacher: 
Mentor teachers, I can compare them to two things. One, a very good prolessor 
who has seen potential in me, gives constructive feedback to improve my craft 
and the constant feedback on your learning. They coach before you are done, 
before you have learned, and before you think and where you are going. And 
then.. .she is like a friend because outside of the realm of being a teacher and a 
student with the relationship, we have been with each other the whole week, 
every single day of the week. We laugh together; we share each other about 
outside of the school, talking about my family, talking about hers. She calls me 
like my family calls me to wish me good luck because we have developed that 
closeness. It happens to each other because we call each other basically. I feel 
she is like my friend because she cares about me. If things didn't go well, she 
will think positive. She does what she means. She is genuine. (ST: Reese) 
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From her own experience, Reese believed that professionally mentor teachers supported 
interns with all sorts of feedback and constant instructing like a professor. On the other 
hand, personally they were like friends sharing feelings about things beyond the school 
and about personal information in each other's family. 
Leon, a mentor teacher, supported the point: 
Sometimes I feel like a friend. I like that comfort level to be there. I want them 
to be able to call me Leon and that they are going to be able to tell me what's on 
their minds. I am open to looking at problems from multiple ways. (MT: Leon) 
Leon established a friendly relationship with interns in addition to the professional 
relationship and was willing to support interns the way they needed. 
A senior in high school: Being a head TA and program supervisor, Grace, 
compared the mentor teacher to “a senior in high school." Grace stated, 
A mentor teacher is a senior in high school. The intern would be the freshman. 
And you are looking up to this person and you are trying to get where this person 
is and you want to follow this person's footsteps. A mentor teacher is like an 
older sister or brother. You are always like striving to get where they are, 
wanting to be where they are, and doing the same things that they are doing, 
wanting to be better than them at doing that. (Head TA & PS: Grace) 
Comparing the learning relationship between mentor teachers and interns to that 
between seniors and freshmen in a high school, Grace deemed that mentor teachers are 
like seniors who have been in the position for years and interns like freshmen who are 
looking up to mentor teachers as role models who know the path and are willing to 
follow their footsteps. 
In summary, the analogies captured the essence and composed a broader sense of 
the role of mentor teachers. The most vital aspect of mentor teachers was well depicted 
by the analogy of the lifeblood, which demonstrated that mentor teachers played a 
decisive role to interns' success during student teaching. Additionally, the themes 
running through the analogies of a coach, a parent, a grandmother, a prolessor/friend 
and a senior in high school described two other important aspects ot the role. One was 
that mentor teachers were knowledgeable in the field and had the wisdom to discern 
right from wrong in the profession. The other was that mentor teachers were kind, 
supportive and were willing to see interns reach where they should be. 
The Progressive Steps of the Mentoring Procedure 
Findings indicated that mentor teachers introduced interns gradually into the 
professional world. There were steps in this mentoring procedure, some of which were 
progressive and others took place concurrently. The steps encompassed: a) paving the 
groundwork for mentoring, b) identifying and filling up interns’ initial gap in 
experience, c) helping interns establish confidence and ability, d) modeling, e) 
supervising, f) encouraging interns to take risks, g) helping interns with lesson plans, 
and h) extending professional support beyond the classroom. 
Paving the groundwork for mentoring: Findings indicated that mentor teachers 
should pave the groundwork for interns to thrive in their classrooms. The groundwork 
included the decision to accept interns, the understanding that they were to work with 
interns with diverse backgrounds, and the willingness to blend two systems of learning 
in the classroom. Courtney, a mentor teacher, stated: “First of all, you have to be willing 
to have an intern and you have to be committed to it. You have to allow your class to be 
taken over. You have to be willing to let them teach something.” 
Another mentor teacher, Hannah, built on the point: 
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Respect [the fact that] their style may be different than mine. Don't expect to 
create clones. I am who I am and she is who she is. The children benefit from 
having a variety of personalities in the classroom. There are going to be children 
who feel close to her or closer to somebody else who was in the classroom and 
that's ok. (MT: Hannah) 
Pointing out that all interns were unique and different, Hannah urged that mentor 
teachers should respect and value the differences that interns brought with them to the 
classroom. 
As a head TA and program supervisor. Jay echoed Hannah’s point: 
Every intern is different. They come with different abilities, so as a mentor I 
would have to assess where the student is, probably just talking to him or her 
and saying, “What experience have you had in the classroom? What have you 
done? Have you been in the classroom before? Have you worked with kids 
before?” Even if they had like nephews or nieces that they're close with, that's 
important to know. (Head TA & PS: Jay) 
Jay advocated that mentor teachers should assess where interns were through getting to 
know more about interns’ education and experience background. Jay further described 
his perspective: 
Probably somebody who's had some flexibility, who can be direct and non-direct 
based on the intern. You may want to be more non-direct at first trying different 
suggestions, but when the intern is just not getting it, saying, “Okay, I'm just 
going to tell you what you need to do.” The requirements say that the teachers 
should be out of the room all the time. If the intern really needs your support, it's 
okay to be away from what's in black and white in the handbook. I'm using my 
discretion as an educator who taught for many years to say that we don't have to. 
I’m going to come in to support you because I know you need support but I'm 
going to really minimize that support the best I can. (Head TA & PS: Jay) 
A 
With better understanding of interns’ styles. Jay recommended that mentor teachers 
should try to respect and accommodate their styles, which sometimes might even 
involve veering from the program guidelines in order to appropriately support the 
interns. 
Findings from interviews indicated that participants believed that assisting 
interns in aligning program requirements with the classroom schedule in the beginning 
led to a successful student teaching experience. For example, Susan, a program 
supervisor, stated what she would do if she were a mentor teacher: 
I would definitely help that intern get organized. I would sit down at the 
beginning of the year. I would say, “Let us pull out our calendars. Let s decide 
when all of these things are going to happen.” So you are working together, 
especially that second semester when you have to think ot lead teaching, master 
teaching, curriculum unit... the more organized mentors really pull out the 
calendars early and they talk to them quite a bit about the curriculum unit in 
advance. So they could even change their mind about the theme if necessary. 
(PS: Susan) 
Susan believed that it would help interns if mentor teachers sat with them at the 
beginning of the semester, pulled out the calendar and co-decided when things were 
going to happen. 
Two mentor teachers, Hannah and Marla, built on Susan’s point: 
We start looking at what to do, what the intern responsibilities are this semester, 
what I would like to see the intern accomplish over the course this semester (and 
whether) the intern would mostly accomplish all these courses of this semester 
and kind of looking at the timeline. She said at the first three ways her goals for 
this semester and then their programmatic requirements, for example, supported 
master teaching and those kinds of things. 1 was trying to make sure that the 
programmatic requirements are somehow matched with mine, so people don't 
end up with double duty. So that they don' have to do twice the work that we can 
somehow match the two. And then just whatever the person personally wants to 
accomplish. So we start planning and thinking about that and it happens 
gradually over the course of this semester. (MT: Hannah) 
If you have to do something for your course at UMass, then let's not reinvent the 
wheel. If you have to do something, then you can also be doing it in the 
classroom. And you are not doing double the work. You can do things for both 
places. And then you are going to have more meetings, you are going to talk 
about it what you would plan with your coursework and then you get to actual do 
it in the classroom. (MT: Marla) 
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Hannah and Marla supported interns at the outset of the semester. They both ensured 
that all program requirements were incorporated in the classroom schedule gradually 
over the course of the semester, even though sometimes this meant more meetings 
discussing about the planning and implementation. 
Identifying and filling up interns' initial gap in the experience: Findings 
indicated that a crucial step in the mentoring process was to identify interns’ experience 
gap between the period of initial confusion to the place where the novel teacher were 
able to execute some tasks in the classroom and to help fill it up. This gap could vary 
from person to person and from the first semester to the second. To meet the goal, the 
first few weeks were crucial. Courtney, a mentor teacher, shared her experience: 
I just had her observe for the first week and I just earned on with lessons. I just 
had to get [her] into the swing and routine and everything. That’s the way we get 
it... The interns that I had needed lots of help with the development of activities 
because they really didn't have the education background to begin with. (MT: 
Courtney) 
Courtney would continue with lessons and had her intern observe in the beginning 
week. She noticed that her interns did not have education background and needed a 
great amount of support in the development of activities. 
Ruth, an intern, commented on the point: 
At the beginning just giving them time to get settled and get acquainted with the 
classroom procedures and the students and things like that. Julie had asked me 
and she instructed me so carefully the expectation of what I would be doing in 
the first two weeks in the room. 1 didn't teach anything, I wasn't really 
responsible for anything except figuring this stuff out. So it was a confidence¬ 
building thing. It took longer for me to take over anything last semester because 
it was the beginning of the year for one thing. It's first grade for another thing. I 
had no experience at all. So she wanted to set things up the way she wanted her 
classroom to run and then I can help keep it running. (ST: Ruth) 
Ruth recommended mentor teachers to allow time lor interns to get settled and to 
acquaint themselves with the classroom. She believed that her comfort and confidence 
levels were influenced by her experience as well as mentor teachers support. In the first 
semester, it took her longer to get involved in classroom responsibilities because she 
was less experienced and the teacher was more controlling, whereas in the second 
semester, her confidence was built up faster because she had moie expeiience and hei 
mentor teacher gave her careful and guided expectation for the first two weeks. 
Participants believed that aiding interns in knowing about children was an 
imperative step to blend interns in the classroom. Marla, a mentor teacher, supported the 
point: 
The other thing I would look for as a student teacher is getting some background 
knowledge on the students because young children bring their home life into 
school. What they come from may be affecting their behavior in the classroom 
when they are learning. That’s information the classroom teacher would have 
through parent conferences or through the school nurse or in other incidence in 
the school. (MT: Marla) 
Marla believed that mentor teachers had information about children’s background 
knowledge from various avenues and that they should help interns with this. 
Ruth illustrated her experience with her mentor teacher: 
Julie had a lot of conversation the first week: “What did you notice today? What 
do you think about him? What do you know about her ?” At the end of first or 
second week, she expected me to know quite a few things about all of the 
students, not just he's a boy and he's in third grade, but what are they interested 
in ? What are their families like? Who do they live with, where do they go after 
school? (ST: Ruth) 
Ruth's mentor teacher constantly conversed with her and guided her into in-depth 
observation and comprehension of individual students. 
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In relation to this mentoring step, I concluded with an example ol a mentor 
teacher, Joy, who provided a comprehensive description of how she supported interns 
into full swing of teaching in the following exceipts: 
When an intern first comes, it's the time that you are sitting down to talk, 
to pull the kids files out, and to go through things and show every child's 
assessments that take place, how I am recording that, what my system is, what 
have they heard about or seen and give them a chance to know about some of the 
other kinds of things that I tried in the part that did or didn't work for me. It’s 
letting them really listen when you are asking kids for their own feedback or 
when you are teaching real explicitly to young kids or any kid how to give 
feedback to their peers. I have to tell interns in an explicit way, “Listen for how I 
am prompting those learners to question or comment to their peers,” because it 
often reflects of what I myself am assessing and helping that child, the whole 
reading and writing assessment piece, using holistic scoring guides, using 
rubrics, using other kind of scoring guides. Those are kinds of things that I can 
pull out and say, “Look, this is what we do, and this is how we do it." 
Particular interns would come in the spring and are ready to be more full 
time involved. If they haven't seen... expectations were established during the 
fall and what led to that, it's really hard to realize what it took to get that to 
happen or how they continue to support that... I always feel that I have to take 
time with our interns in a second semester to pull out all of my files from the fall 
and we sit down and we go over the beginning of the year things and we talk 
about how to get into the beginning of a year. It’s really critical for the second 
round that they have a hand, particularly if it's a grade level they are really 
interested in which often happens in that second placement. (MT: Joy) 
First of all, Joy disentangled and went through the children files with interns. Second, 
she modeled to the interns explicitly and urged them to attend to how she prompted 
students to do cooperative thinking and how she assessed students during lesson. 
Finally, for spring interns in full-time practicum, Joy understood that there was a lack of 
understanding of the classroom routines and took time to help them realize how the 
classroom had been established. 
Helping interns establish confidence and ability. Findings from interviews 
indicated that mentor teachers helped establish interns' confidence and ability in three 
major aspects: emotional support, instruction support and management support. With 
respect to emotional support, some fundamental steps helped interns feel supported in 
the classroom. First of all, as Joy, a mentor teacher, stated, An intern needs to teel 
whole-heartedly embraced and welcomed into a classroom... I always said to interns, I 
welcome you [to] teach with me.’” 
Leon, a mentor teacher, had this to say: 
I really try to play on their interest in what area they already know things or want 
to find out more about something and then to play that strength into something 
to bring to kids. [If] they were a dancer in college, or if they had a science 
background, or if all was their passion as a kid, then I will set them up with 
those kinds of activities in the classroom. That's how we get children excited. 
That's how college students get excited about the topic. It is by the energy that a 
good teacher puts into it. So we want to always go with what excites you. (MT: 
Leon) 
Leon believed that it helped support interns emotionally if mentor teachers tried to 
engage the intern’s strengths into activities in the classroom. 
Courtney, a mentor teacher, built on the point: 
I want that authority figure to remain with the students that she is in charge and 
that I am not always. And if they say, “Ms. Smith, can I do this?” I said you need 
to talk to so and so. They are your teacher. So you kind of get the student willing 
to accept another adult in charge. So it has to be walking footsteps side by side 
to get there. Try to scaffold them try to help them through. I have always gotten 
fabulous feedback from them as far as they are happy that they had this chance. 
(MT: Courtney) 
Courtney noticed that it helped interns establish their authority in front of students if the 
mentor teacher could redirect students’ demand or attention to the interns in charge. 
In regard to instructional support, mentor teachers generally had various 
strategies to foster interns’ confidence. Ruth, an intern, shared her experience on the 
point: 
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I started taking over the calendar lesson, which was the routine. And then I did 
the phonics lesson, which was also routine. It was kind of the same thing where 
you get the structured until you're comfortable with that and then you get your 
own kind of things, but it's just working. I started taking over the routine things 
first instead of a real content lesson. The first lesson I taught was combination 
spelling and handwriting. Every Tuesday they have a spelling pretest and then 
they learn a cursive letter. So they're used to how it goes. I had watched Julie do 
twice, for two weeks, and then the third week I did it. I'd just copied what she 
did basically and it was a little bit different but it was the same structure. So they 
were used to that. Julie was used to it, so it just worked. (ST: Ruth) 
Ruth’s mentor teacher allowed her to start with routine instruction, such as taking over 
the calendar lesson or phonics lessons. Gradually when she felt more comfortable, she 
was encouraged to move on to a content lesson. 
As a mentor teacher, Courtney had a different strategy to involve interns: 
I like to give them units to work on, rather than “ you do this lesson today; 
tomorrow I will do the slide.” I give them a unit, so they have that unit to do. 
They usually do develop lessons for them all the way through so that they can 
fulfdl on the continuity of the flow of the subject. That’s what teaching is: being 
able to start one day and you can't finish it, pick it up the next day and keep 
building on it. So they have something that’s on their own, not interrupting my 
teaching, and they can feel free to experiment a little bit and get the feel of the 
flow of how things built from one lesson to the next. I am watching. I am 
checking their lesson plans... if you don't finish one thing, it's ok; put it away 
you can pick it up the next day. And then your next lesson can follow right from 
that. It doesn't have to be a daily lesson. (MT: Courtney) 
Courtney found it feasible to assign a unit for interns to work on independently. As she 
monitored the lesson plan, Courtney granted interns the freedom to teach their own 
lessons and learned to follow the flow of teaching each day. 
Another participant supported Courtney’s point: 
I'd really want them to take on a concept. Like if you were going to do math. I'd 
want to see them do that multiple days because I'd want them to feel how you 
develop a plan and you cannot expect the next days plan to be exactly as that. So 
I would want them to see the ability of scratching thing off in their lesson, 
redoing things and how that flows into the next day. (Head TA & PS: Jay) 
Jay, a head TA and program supervisor, believed that, by allowing interns to teach a 
concept, they learned how to give sequential lessons a few days in a row and modify 
things when needed. Jay futher described his idea: 
As time went on, I would give that person an opportunity to work in small 
groups so maybe small reading groups, small math groups... and then move into 
like the whole group. So with the whole group you could start oft by doing read 
aloud, then having them ask questions, pre-reading strategies, reading strategies, 
setting used to the school, doing small tasks, and then introduced into the large 
group and the take on a lesson here and there and then move into a period where 
they can actually do a day, take on a day. So if it's second semester, you slowly 
build them. They will come in with certain skills and you would get them to the 
point where they could do their two-week lead successfully. (Head TA & PS: 
Jay) 
Jay believed that involving interns gradually in a variety of group sizes and content 
areas helped strengthen interns’ instructional abilities with the entire range of students. 
Marla, a mentor teacher, had a different approach: 
She is more comfortable with the higher group. And it's also a group that has 
less behavior problems, because they are engaged in learning. So it s much easier 
to engage them and keep their focus. She had a small group that we pulled some 
from each level to start with. Then she moved to having the middle group and 
then now she has the top group. She is going to have the low group at least for a 
week or so, so she can see the difference at each level. The first thing she noticed 
when she took the children that were in the top reading group, she was so 
surprised. She said, “My gosh, I can read a story with them and not 
interrupting.” She’s worked with the middle and the top group now. So she can 
go above and beyond the teacher guide to challenge them. She can do all the 
extra things and is really concentrating and getting them to write, to be able to 
put the words that they see and hear and read into a sentence and, and write with 
the process. She got a chance to work with each type of student. When you have 
your own classroom you are going to have to do that. (MT: Marla) 
Marla assigned a regular group of the same subject for her intern to work on constantly 
first and then had her work in different ability groups so as to build her understanding ot 
a variety of learning needs and abilities. 
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Sophie, Marla’s intern, shared how she thought about having different reading 
groups to work with at different times. She commented, 
I was given... different reading groups. It definitely helped me. The middle 
group was my first reading group. So I am so proud when they got good scores 
in the reading test. For the advance group, 1 had to challenge them. I was making 
them do first grade stuff. They actually could listen to a story without 
interrupting me. (ST: Sophie) 
Finally, Leon divided the class into two groups. He had a comprehensive 
description below of why and how he collaborated with his intern: 
Often [when] you do a lesson you do it once and maybe you don't ever do it 
again or maybe do it again in a year with an entirely different group of kids. 
When I have an intern in my classroom, we will split the group with children in 
half and my intern will teach an activity or lesson to half the group, I will teach 
an entirely different lesson and then the next day we will switch kids. So each of 
us has the opportunity to teach the same lesson twice right in a row... You have a 
chance learn from your mistakes the first time and anticipate what you might do 
better the next time, plus you have a different group of kids. And you have an 
opportunity to see how the same activity plays out with the different bunch of 
kids. There is tremendous value in teaching the same thing twice. It's a simple 
thing but it's very instructive. It's efficient because you are teaching the same 
thing twice. It's good for the kids; they are in smaller groups. And for interns it's 
fabulous too. And it's a very interesting conversation that I have with interns 
around this if it goes well or if it doesn't go well and the opportunity to change 
things. (MT: Leon) 
Leon and his intern each took up a group in one day and switched the group next day. 
Leon liked that this practice enabled each of them to teach the same lesson twice and to 
make lesson changes in the second time teaching when needed. 
As far as management went, findings indicated that mentor teachers noticed that 
most interns encountered difficulty in classroom and behavior management and that 
they tried not to intervene directly but supported them as needed. Marla, a mentor 
teacher, provided an example on the point: 
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Most of the time I found the areas that they're trying to work with is classroom 
management, behavior management [where] interns need to develop the skills 
in. You can quietly even just have one child come and sit with you and let her go 
with the rest of the class. Even do it quietly without taking back the control. 
Sometimes that might be difficult for a teacher to give up that control. They 
don’t have to do it exactly the way I do it. My way is not the only effective way 
or my strategies are not the only effective strategies. They have to be allowed to 
explore what strategies are effective for them. (MT: Marla) 
Marla respected that interns were trying to develop their managerial skills and would 
quietly take a child to sit with her and let interns work with the rest of the class. 
Joy, another mentor teacher, also noticed the same dilficulty that her interns 
faced in the beginning weeks of internship: 
I find that for many weeks ninety percent of the reflection is about classroom 
management. I try to keep this in perspective that maybe whoever they were 
working with in the fall could have had a very different management style than I 
am. Many of the interns are conscientious about thinking I’ve got to learn this 
really fast and fit into the classroom, because I don’t want to pose a different 
management style to these children or they are not going to respect me. Some 
interns realize that and some have to be guided to realize that. Classroom 
management really weighs on them. As a mentor teacher, I really have to go 
back and talk about how those routines were established in the fall. They really 
have to understand what was the foundational work that went into that. (MT: 
Joy) 
Joy noticed that a great many interns started with concerns about classroom 
management, so she helped interns understand the foundational work that had made the 
routines go through explicit explanation. 
Speaking about what he would do if he were a mentor teacher, Jay, a head TA 
and program supervisor, raised a few concrete strategies to initiate interns into the 
domain of management: 
[For] someone that has minimum experience, I would probably let them start off 
doing some routine stuff, like taking the kids to lunch or collecting papers or 
floating around the room helping kids. But actually I would step back. And then 
from that point like small responsibilities, [they] could also be preparing 
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learning stations, even making copies. That seems kind of silly but going to 
make copies is something a teacher has to do and know how to make copies, 
overheads or laminate things, cut out things. So those types of small preparatory 
things are important because if you start teaching and then don't even think about 
that stuff, then it becomes an issue. (Head TA & PS: Jay) 
Jay believed it important to engage interns who had minimum experience in doing 
routines, preparing learning stations and some other preparatory obligations before they 
took on more responsibilities. 
Leon, a mentor teacher, shared his experience on the point: 
My intern was having problems with one particular child in her group. She and I 
spoke about her right away and then we strategize together what next step she 
should try. I try not to do management for interns because from these responsible 
teachers, I want them to feel as if they can come with their own strategies. So we 
came up with a few ideas. They worked for a day and then the next day they 
didn't work. So then we had a little meeting with the child, which was the next 
idea as a threesome. So 1 was supporting her. And then we came up with some 
new strategies and ideas and now he is sitting on her lap and he is just really 
connected with her. (MT: Leon) 
Having an intern encountering challenge with one child, Leon tried not to manage for 
the intern but conferred with her and supported her to come up with ideas and next step 
immediately. 
Modeling: Findings from interviews indicated that modeling from mentor 
teachers was powerful and irreplaceable in the student teaching experience. Being a 
program supervisor, having a unique student teaching experience herself and observing 
how her husband benefited from modeling, Susan could not agree more with the point: 
... The classroom teacher happened to have a nervous breakdown during 
this semester. I had to take over for a while. Then what I was lacking was the 
good modeling piece. There is nothing that can replace the good modeling piece. 
Absolutely nothing! But what I did gain was I had to dig deep inside me to Find 
the ways to do something that I even knew I could do. It’s hard to make up tor 
what you missed when you haven't had that good modeling piece. 
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Howard, for example, wasn’t even sure that he wanted to be a teacher. 
He was just sort of a Psych major looking for a teacher license on the side. But 
he happened to be placed in a classroom with an incredibly fantastic male role 
model teacher. Howard was just so inspired by this man s example that it wasn t 
hard for him to imagine himself. Even back in the early seventies when there 
weren't that many men teaching elementary school in this country, he just had a 
wonderful male role model and he just knew what to do. He didn't quite know 
what he wanted when he graduated from college, so he just started teaching fifth 
and sixth grade. Because of the modeling, he fell into it really easily and did well 
enough that some local colleges were coming in and using his classroom as an 
example of this new open classroom concept. As a result ol all that, he has got 
connected to the university idea and thought, “Oh, maybe 111 go on and teach 
teachers.” But it all started with that good role model in a mentor. Just from my 
own experience and from what I have observed, nothing can replace that 
modeling piece. (PS: Susan) 
The two contrasting life stories from Susan’s personal experience highlighted the fact 
that modeling was crucial during student teaching and that modeling had a critical and 
long-term influence on a future teacher. 
Findings indicated what mentor teachers modeled aspects ot teaching. As Leon, 
a mentor teacher, put it: “Interns should be seeing that these classiooms are using 
exemplary practice with children...” 
Ruth, an intern, shared her experience: 
I've been talking to other interns. For most people, the classroom management is 
the hardest thing about teaching. I'm having a fantastic semester because it's just 
not an issue. I’m learning to do the classroom management. I'm never 
overwhelmed by it. I've been watching how she does, how she keeps lessons 
going, how she keeps the kids who would rather just put their head down and 
sleep all day, how she keeps them involved. So it's easy for me to pick up the 
things that Julia does now that work really well instead of trying out my own, 
with my style. Her style of management is something I would want to copy. 
She's modeled that beautifully. (ST: Ruth) 
Ruth benefited from her mentor teacher’ modeling in classroom management. Through 
the modeling, she learned how to manage a classroom and it became easy tor her to 
follow the way her mentor teacher was doing. 
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Joy modeled different aspects of teaching to her interns: 
I also encourage them to see if they can really pinpoint some strategies and 
teacher phrases that I use and really make clear that they don't have to choose 
those phrases. They can come up with what's comfortable to them, but I know I 
have some that I use repeatedly and 1 think it helps them and instead my saying, 
“Here is what I say for this and here's what I say for them.” It helps them to see 
an action and keep that a little bit themselves. (MT: Joy) 
Joy was confident with some strategies and teacher language expressions that she used 
repeatedly and encouraged interns to observe, identify and see how these strategies and 
expressions worked for themselves. 
Melody, a program supervisor and a former teacher, described her perspective on 
the point: 
A mentor teacher should be modeling good teaching practices. Modeling good 
teaching technique with the kid on the IEP, the ELL students, letting the intern 
know we got to scaffold this novel. So modeling how she assesses and it’s just a 
good role model. (PS: Melody) 
Melody believed that mentor teachers should model good teaching skills working with 
students with special needs, which helps interns comprehend how to scaffold these 
students and how to assess their progress. 
Courtney provided an example of an incident: 
One intern really had a very difficult time doing a science lesson. It was an all- 
hands-on lesson and it was really fine but she lost control of the class, so got 
very discouraged and I said, “No, we will do the lesson again and we will do it 
together.” So I have done a lot of modeling with these people too, so that they 
feel comfortable. (MT: Courtney) 
When interns experienced a difficult time teaching a lesson, Courtney would 
specifically model the lesson with the interns so as to make them feel comfortable. 
As a head TA and program supervisor. Jay viewed modeling from a different 
perspective: 
A lot of mentors are afraid to confront them with concerns, and that s a concern 
of mine. Teaching in general is a pretty passive aggressive profession where 
people just hold in their feelings and at some point they come out. You really 
need to be open and modeling that by a teacher is really important lor an intern. 
(Head TA & PS: Jay) 
Jay argued that mentor teachers should model that they are willing to shoulder 
professional obligation and to be frank to share about their observation with interns 
regarding how they perform in the classroom. 
Observing interns'. Findings from interviews indicated that when observing 
interns, mentor teachers did not strictly follow the three steps of clinical supervision. 
Observation of interns, however, was the inherent task of mentor teachers once they 
took up this role, according to Cathy, a program supervisor: “When I was a mentor, I 
just did it. How can you not observe your student teacher?” 
Becky, a mentor teacher, echoed Cathy's point: “I do that a lot when I sit and I 
watch it because I took a journal. I do write a lot verbatim what she said because it’s 
important. She probably likes to hear herself sometimes.” 
Another mentor teacher, Marla supported Becky’s point: 
We see them all day every day. We get to see them when they don't feel they are 
being evaluated. So they can just really be themselves. They don’t have any 
anxiety there. Just by sitting down and taking notes down because I am teaching 
also. So 1 kind of have eyes on either my students and on the student teacher. 
(MT: Marla) 
Marla believed that mentor teachers observed interns constantly and implicitly so as not 
to bring anxiety to interns. 
An intern. Dawn, echoed Marla's point: 
She is not always observing. When I was teaching lesson often she would. 
Oftentimes it’s a norm she is on the other side of the room. I am not sure whether 
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exactly she is of paying attention cause we often talk about lessons and stuff. But 
I wouldn't say that she's observing every single time. (ST: Dawn) 
Knowing the fact that some mentor teachers had interns co-teach another group 
with them concurrently in the classroom, Melody, a program supervisor, elaborated her 
concern: 
Mentor teachers should not just give them reading groups without any 
observation and any talking. I know some interns who are just given reading 
groups without any talking about the kids, any formal observations from the 
intern watching the reading group. I don't think that's fair. Their internship is 
more than having another paraprofessional. They are here to learn from you. And 
never watching you teach is not helpful to an intern in my opinion. (PS: Melody) 
Melody urged that even when interns were teaching in different groups, mentor teachers 
should still manage to observe how interns were working. 
Findings from interviews indicated that mentor teachers usually facilitated 
reflection for interns after observation. Courtney shared her experience: 
We are always talking about what they did, what they could have improved on 
and it's been very comfortable. The students are also always able to say that “I 
really didn't think this went well.” I don't try to tell them everything. I tried to let 
them figure it out for themselves. And sometimes it takes a little bit of time for 
them to figure out what they need to do. But we just do a lot of talking. (MT: 
Courtney) 
Courtney conversed a great deal with interns about the lesson she observed. She tried 
not to give her opinions but encouraged interns to reflect upon their teaching and learn 
to figure out what they needed to do. 
Another mentor teacher, Joy, built on Courtney’s point: 
When an intern is teaching, one of the ways we would reflect is to say, “Now if 
you hadn't had me here and an ELL teacher and whatever in the room, how 
could you still have done this wonderful lesson? What might you have done 
differently?” I think it's good for them to think about. (MT: Joy) 
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Joy encaged intems in reflecting outside the box by creating a diffeient scenaiio than the 
current situation in the classroom. 
Hannah had a more programmatic perspective on the point as a mentor teacher: 
It is supposed to be a constructivist teacher education program. Constructivism 
is more to do with questioning and asking people to develop their own learning. 
I observe, but I am more interested in her at the end of the lesson. One of the 
things I said to her is, “What are three things that went well today?" She is 
usually much fast in telling me the things that are bad. She has done so much 
better at that. But if you believe in constructivism, she shouldn't be told. Helping 
the intern to become reflective of his or her own practice is really working with 
the interns so that they can look at their own experiences. (MT: Hannah) 
Believing that constructivist is the puipose of the program, Hannah facilitated 
opportunities for interns to self reflect. Hannah also realized that it could be challenging 
when interns were not strong. Hannah further described her approach: 
But 1 am not sure it ever works if you have an intern who is not very strong. The 
way I always start any conversation is, “Tell me three things that went well and 
three things that you would change or you would do differently next time." It 
always fixes them out when I ask them first what went well because interns are 
very willing to tell you what didn’t go well. But they are not very willing to tell 
about strengths. You just give them wait time. I would just sit here. Then maybe 
you let that go. Sooner or later we have to come up with something. It’s so 
important for teaching because no one is going to come in and tell you that you 
did something well or you did something poorly. You have to rely on yourself. 
(MT: Hannah) 
Hannah created a pattern, which she found effective, to engage interns in self-reflection 
and provided sufficient wait time to elicit intern responses. 
Interviews findings also indicated that mentor teachers' feedback was another 
important mentoring element that interns valued tremendously. For example, Victoria, 
an intern, stated, “I want to know what they're thinking of my teaching... I want to have 
their feedback.” 
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In terms of feedback. Maria, an intern, wanted it to be critical and meaningful. 
She stated, “As I say criticism really reflecting what I am going to do differently next 
time, he acknowledged that. He wasn't just like. ‘Well. yea. it went well."' 
Ruth, another intern, supported Maria's point: 
A mentor teacher is providing feedback, evaluative feedback not just, “It was 
good.” That's not really an evaluation. You want specifics. 1 want to know what 
I'm doing that's working or what I'm doing that' not working. It works really well 
to have a mentor teacher be very attentive to what the intern is doing. It’s how 
she is with her kids so it's how she is with me. She just wrote it down. This is 
w hat you did. Some of the things that she w rote down I didn't even remember 
doing. Like there w as one time I said to the kids. “I can be ready to start writing 
in twenty seconds. I hope you'll be ready too." I just said it like that and I didn't 
even remember that I said that. But she wrote it down. She thought it was the 
greatest way to stall a lesson. She said, “You just invited them to come work and 
they're like 'oh twenty seconds' and they're all counting down they're all getting 
ready." And she said. “You really made them go quickly to get set." I've said it a 
lot since then because the kids usually respond really well to the limited time 
that they have to get their stuff together. (ST: Ruth) 
Ruth supposed that mentor teachers provided evaluative feedback and telt happy that 
her mentor teacher was attentive when she was instructing and was able to provide her 
with explicit feedback. 
Dawn, another intern, shared her experience: 
The thing that was wonderful about her wras that she interpreted the lesson and 
said, “Yes, that was constructivist. You didn't plan to be that way, but it was 
because this happened and you asked the questions." I felt she was able to 
interpret what she saw. The fact is very helpful. Because I agree w ith 
constructivist philosophy, I should make sure of that in future lessons. She 
noticed that it was constructivist more than I did. To be pointed out that those 
things are good things makes you want to keep using them. (ST: Dawn) 
Dawn noticed that her mentor teachers' insightful feedback enhanced her understanding 
of the knowledge she had already learned and the skills she had possessed. Being 
pointed out. Dawn w anted to keep using them in future lessons. 
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Encouraging interns to take risks: Findings from interviews indicated that it was 
a major concern whether mentor teachers encouraged interns to take risk in the 
classroom, a topic that was touched upon by 16 participants out of the total of 24. 
Usually there were elements in mentoring that encouraged the atmospheie of risk taking. 
One mentor teacher, Leon, believed that an imperative element for mentor teachers to 
have before urging interns to take risk in the classroom was to create a sate 
environment. He described his concept about building a safe place for interns and what 
he did to maintain a supportive environment: 
A lesson one to learn for any training in any area is that people need to 
feel safe. The brain chemistry and all the brain-based learning theory in place 
[show] that we don't do our best learning when we experience stress. So I will 
say to my first graders frequently, “No one in first grade is allowed to be stress 
out.” And I really believe that for interns too. I will tell interns that it's my job to 
make sure that you succeed. And I am here to be a resource for you. I am not 
going to be judgmental. You will do a good job in my room. If you don't, I will 
make sure that you do because I am here to support you. If you make mistakes, 
that's to be respected. I hope that I create that kind of environment for the kids 
and for the interns. If you are scared, if somebody is going to be criticizing you 
or be negative about what you are doing, you immediately throw up this barrier. 
I don't think you get as much from that. The expectations need to be kept tight. 
But it needs to be in a forgiving environment, so that people feel safe 
professionally. 
I have learnt over time; I can troubleshoot if it's going to flop. If I know 
there is too much to do and there is not enough time to do it, I know that’s going 
to be a problem. But rarely [do I] tell an intern you'd better not do this... I will 
say, “Try it. It might not work because this, this and this. But go ahead with it 
and see what happens.” And lots of time I am very pleasantly surprised. And if 
things don't go well, then they have got permission that it’s ok to fail, and go 
added with the attitude of, “Hmm, this probably isn't going to work. And what 
could I do to modify it?” Or if it doesn't work, then you can kind of back up and 
say, I would have done something entirely different or I would have changed it a 
little bit. Fear of failure is not a good thing. If you are afraid, your brain 
chemistry, the adrenalin, starts pumping and you can't learn anything. But if you 
go into things with this attitude that some things will work and some things 
won't and I am going to try to improve the things that don’t. With kids and 
interns too, they are relaxed enough to change and to try out of things. (MT: 
Leon) 
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Sophie built on Leon’s point: 
Before I write it up, I want her not to critique it until I try it. If it really bombed, 
maybe I could do something a little differently tomorrow or the next day. So I 
can see what really worked and what didn't work. To fix it, to revise it, not just 
change it all and then it's not my idea. (ST: Sophie) 
Sophie wished that her mentor would allow her to try out her idea and learn from the 
experience, rather than to follow the teacher’s idea and teach. 
Marla, a mentor teacher, shared her experience on the point: 
I have to remind myself a lot to bite my tongue because they are not going to 
teach any of the students unless I let them be in charge. Then step back and not 
correct because I tend to say something to children before an instance happens. 
They aren’t skilled doing that yet at the beginning. They have to work on that. So 
you almost have to let them try their way and even let them fail belore you step 
in. When you step back, they have the experience to learn, learning more. You 
have to allow them to find out what doesn't work without taking over. You have 
to have the real life experience of putting those lessons into the classroom and 
seeing how the students react and keeping them engaged, evaluating the 
students. Their comfort level grows as they have more success. The more 
success they have the more comfortable they are going to be. If they can handle 
this class, they can handle a classroom anywhere. (MT: Marla) 
Marla understood that only through experience interns grow professionally and tried to 
refrain from the desire to resume control of the classroom when interns were in charge, 
even when she predicted an incident was emerging. 
Findings indicated that mentor teachers prepared interns before interns assumed 
responsibility, rather than granting interns the liberty to teach arbitrarily. Nancy, a head 
TA and program supervisor, supported this statement and commented that mentor 
teachers should “try to find a balance between letting them figure out what works and 
doesn't work and also balance that with me giving support and feedback of what works 
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Hannah, a mentor teacher, supported the point: 
Every intern is different. Sometimes taking my cue from the person, what did 
you notice, what are your questions about, how the person interacts with the 
kids, how comfortable the person seems to be? And then as the person was 
ready, I start giving the person responsibility for different things. Some people 
very quickly are able to assume responsibility. (MT: Hannah) 
Hannah made sure to prompt and find out whether interns were ready before she 
approved challenging responsibilities. 
Ruth shared her experience as an intern: 
In the beginning of February or at the end of February when I was starting to 
really teach lesson, Julia wanted to see it beforehand. She looked at it and she'd 
go, “That's great. You’re ready to do it.” It was a good five days ahead of time. 
But if I hadn't been ready to do it, then I would have had five days to revise it 
and fix it and I had much more confidence going into the lesson because I had 
lived with the lesson for five days, even though it has worked the original way 
that I wrote the plan, I had done it five days ago, so it was already internalized. It 
worked very well. (ST: Ruth) 
Ruth gained more confidence because her mentor teacher read her lesson plans to make 
sure that the lesson was well thought out days before she started to teach. 
Findings indicated that participants believed that a decisive factor affecting risk 
taking was mentor teachers’ flexibility. Leon described how he set a climate for risk 
taking: 
I love to see kids excited about what they are learning. That should be every 
teacher's goal. If kids aren't excited and not looking forward to each next day, 
that gets a little too dull. I really think it's important for kids to have the sense of 
engagement in their learning and excited about what they are doing. So, it an 
intern is good at getting them excited, then if managing that excitement that 
needs to happen too. If the intern is developing a unit and it's all happening at the 
university. I have to give up a little bit more of what's going on in my own space 
and I am very flexible. (MT: Leon) 
Willing to be flexible with interns when they took charge in teaching, Leon appreciated 
some excitement from children and recognized it as a moment when learning occurred. 
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Sophie, an intern, provided an example below of how it helped her when her 
mentor teacher was flexible: 
What I really like about Marla was that she is flexible and I didn't need to follow 
the lesson plan exactly the way I've written it. What I really did was kind of built 
on what the student said. I can just change my lesson plan a little bit during my 
lessons in a way the students flow. So last semester I just felt I did everything 
exactly like I just had to memorize the lesson plan, then do it. (ST: Sophie) 
Sophie appreciated that her mentor teacher this semester had the flexibility to allow her 
to follow the flow of teaching, rather than the lesson plan. As opposed to last semester, 
she must memorize the lesson plan in order to teach. 
As a mentor teacher, Courtney shared her perspective: 
I [would] like some freedom if I [were] a student teacher to be able to see what I 
could do in making up lessons for a particular topic or unit. I wouldn't want the 
teacher to tell me everything. I would want to be able to take what she could give 
me for tips and do my own thing. (MT: Courtney) 
Courtney viewed it crucial to grant interns the autonomy to create lessons for a specific 
area of topic or unit with tips from mentor teachers. 
Findings from interviews indicated that the ways mentor teachers tackled 
interns’ frustration during risk taking impacted how interns felt about student teaching. 
Maria, an intern, shared her experience: 
The first or second math lesson that I taught was horrible! I am just looking 
around like, “Somebody help me, please. I don’t know what I am doing.’’ And he 
was really supportive [saying,] “It’s ok. Next time try to do this; next time try to 
do that.” Leon looked on your questioning and said, “Well, you wanted them to 
really begin to describe the attributes. You only really had them talking about 
what the names were while you wanted them to compare and contrast and really 
asked those higher-order questions to them." And so he took the book and went 
through all their questions in the investigations book. I really read through it and 
got an idea of what I should ask them when I taught my lesson. He also did 
observation during my next lesson and he was just like, “I am so amazed. I am 
so impressed, Ms Maria. You are just on a road. You were asking questions that 
only a veteran teacher would be able to ask. You did such an amazing job!" He 
was being really honest not making me teel like you are just telling me what I 
wanted to hear. He really made me feel like he was also learning. (ST: Maria) 
Maria felt bad at the first lesson she taught; however, with her mentor teaeher 
supporting her in a cheerful, substantial and encouraging way, she felt positive about 
this experience. 
Another intern, Sophie, shared a similar experience: 
When I taught my first lesson that she observed... the lesson bombed. I saw her 
in the hallway and I was really upset, very emotional. She was like, “It was good. 
You had the kids engaged; they were listening; you did a good job." She’s very 
supportive. And that's what I wanted to hear. Then she gave ideas of how I could 
do it differently. That is nice. (ST: Sophie) 
Sophie’s story again reinforced the point that encouragement from mentor teachers 
could cheer interns up from the situation of frustration. 
Dawn, an intern, described her perspective about interns’ mistake in teaching: 
I think it's ok that you have a lesson that is flat. If they think that I am mostly in 
check and they trust that you do quality things, if you have a lesson that bombs, 
then you talk about why it bombs. I don't think that every lesson has to be 
perfect. Sometimes you made some mistakes. Even a very well planned one 
might fail. (ST: Dawn) 
Dawn provided the perspective to mentor teachers that they should take it easy or take it 
as a learning point for interns when one lesson was not going as desired. 
Debby, a program supervisor, believed that “The roles of mentor teachers are 
doing damage control... They are a resource. When things are not working with lessons, 
they then have to redo lessons or they have to meet with the intern.’’ 
Following, I concluded the point with an example of a veteran mentor teacher, 
Courtney: 
[When] something is grossly mismanaged obviously, I am trying not to 
correct them in front of the class. I will try to make myself part of a lesson so 
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that I can get in what 1 want, or I will just quietly walk by saying, “We need to 
do blah, blah, blah.”... We can always fix it. I know a couple of people too 
would throw that lesson out the window. I said, “No, we are not going to forget 
about it. We are not giving up. You can't give that impression to the students. 
Didn't go well? Fix it again. Just tweak it a little bit, use something a little bit 
different.” For a couple of people that I have done that too, it’s been very 
helpful. It’s curriculum. You need to get it. So you have to do it again. 
I have still held on to the rein a little bit. I have to be responsible for the 
children's curriculum. So I tried letting them go as much as they can. But if they 
really not moving fast enough and so much has to be covered within a year, then 
I do need to step in and say, “We need to do this now.” They have to move your 
lessons along a little bit quicker. Or we look at what they planned and maybe 
there is something that could be eliminated. There is something that is fun to do. 
But they really don't help with the curriculum, so I have to pull those out. (MT: 
Courtney) 
Courtney supported her intern in risk taking. When an intern made a mistake during a 
lesson, Courtney helped her out in a tactful manner and encouraged her not to give up 
the lesson but to fix it for curriculum’s sake. On the other hand, she was still holding on 
to the progression of student learning and would urge the intern to move the lesson 
along faster or reevaluate the content of the lesson plan in advance and eliminate portion 
of it when time did not permit. 
Communicating with interns constantly. Findings indicated that regular 
communication between mentors and interns about students, curriculum planning, 
instruction and management was an important part for student teaching. Marla, one of 
the mentor teachers, supported the point: 
The mentor teacher has to be willing to give up a lot of time. When I have a 
student teacher, my planning time normally I am with the student teacher. We 
are discussing what’s going to happen next or we discussed what happened in the 
morning and how things went. (MT: Marla) 
Marla was willing to give up time to discuss with her intern about planning and 
instruction. 
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Becky, another mentor teacher, built on the point: 
Sometimes in the course of a day we actually sit and talk about a subject. If we 
have to make time for that, if it isn't right then and there, then we have to make 
time during planning time or after school or before school, or talk on the 
telephone. (MT: Becky) 
Becky made sure that she and her intern had time during the day or on the phone to talk 
about curriculum. 
Still another mentor teacher, Leon, shared his experience: 
I have always been available to ask questions, never being too busy to offer 
support when it's needed. General contract or whatever needs to get done just 
making sure that everything is to be met... I always give them a formal half hour 
to sit down every week so that we can plan and go over any issues that they 
come up ...It's more important to me to have a continuous conversation. (MT: 
Leon) 
Leon ensured that he was always available to offer support when needed and that he 
gave interns a formal half hour to sit down on a weekly basis so that they could discuss 
about planning and issues that arose. 
Susan, a program supervisor, built on Leon’s point: 
I would make sure that there was regular communication. That’s the most 
important thing that there is a time when you meet with that intern exclusively. I 
know there is a little conversation all day. But there has to be a time reserved 
when you sit down and you review without interruption how things have gone 
and what is on the mind of that intern. (PS: Susan) 
Susan stressed the importance of having a regular meeting scheduled as it helped 
exclude disturbance during conferencing 
Findings indicated that mentor teachers made hidden theory explicit and 
understandable to interns through verbal explanation. Debby, a program supervisor, 
supported this point: “They formally articulate everything explaining why they do 
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things. They explain what they're doing. They explain why they are doing it. They 
explain what to do with things.” 
Ruth, an intern, echoed Debby’s point: 
I'm starting with nothing and she's given a lot of ideas on something that's good 
in terms of classroom management and a lot of instructional things and 
organization, like how to be organized, how to keep track of your lessons and 
your materials that I would never even have thought about. Now I have ideas 
where I might keep my stuff so that I have access to it. (ST: Ruth) 
Ruth obtained ideas about classroom management, instruction and organization from 
her mentor teacher’s constant explanation. 
Marla, a mentor teacher, built on the point: 
I would be looking for a mentor teacher to do a lot of their thinking aloud for 
me. So I can learn from their experience and what they are thinking about when 
they are planning a lesson. I try to do it several times, especially when we were 
sitting in at the end of a week and we were thinking about the following week, 
how we are going to plan it. I try to do my thinking out loud. So it's the same 
thing when you are teaching a lesson. You are modeling; you are thinking out- 
loud for the students. It is important to do the same thing with the student 
teacher on the level of preparing and planning your lesson. How the classroom 
runs, the physical set up of the classroom, it's one thing that the interns don't 
really get to be part of because our classroom is set before they come in. And the 
thinking behind why things are where they are in the room is important. Once 
they come in, I tried to explain why I have it arranged in a certain way. (MT: 
Marla) 
Marla believed that tinking aloud was the moment that interns were learning from their 
mentor teachers’ experience. Hence, she thought aloud for the interns about why she 
planned a lesson and even set up the classroom or changed the classroom setting. 
Findings indicated that the journal which ECETEC required interns to keep and 
submit weekly to mentor teachers served as a nice vehicle for mentor-intern 
communication. According to the handbook, the journal format of the program was for 
the students to describe three things that went well in the field during the week, two 
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things that needed to be improved on, and one question to the mentor teacher - which 
was abbreviated as “3-2-1 journals.” 
A program supervisor and former teacher commented on the point: 
These 3-2-1 reflection journals are a very good way lor [interns]. II a practicum 
teacher does not have time to talk to them that day, they can talk to them at night 
on an email or over the weekend they can look at the journal and make response 
to the intern. So those reflection journals are great. (PS: Melody) 
Melody believed that this journaling furthered and focused conversation between the 
two parties. 
Courtney, a mentor teacher, echoed the point: 
The 3-2-1 journals are great to be done... when I get it, all that I really have to 
do is respond to their question... They really try to comment on what they’ve 
done. I then tell them, “Yes, I thought it was so.” [I] just help them out with 
something they still need to work on. (MT: Courtney) 
Courtney appreciated this reflective journal and supported interns by answering the 
questions they asked in the journal. 
Another mentor teacher, Hannah, also commented: 
The journaling is very effective. I guess different teachers have different 
expectations about what that would involve. So when my intern writes to me on 
Sunday nights or whenever she is around to doing it, I really stress with her that I 
am more interested in her reaction to how things have gone and giving her my 
reaction to how things have gone. I find usually she’s pretty much right on. So to 
me it's a very useful tool. I would take what I have observed over the week and 
give her feedback and so they tend to be quite lengthy. My expectation was that 
she was going to tell me three things that have gone well and why they had gone 
well. I am along when I heard her requesting about it. And they are saying the 
two things that did not go well. Then why didn't they go well and what's going to 
happen, what would you do differently next time. Instead of me telling her, I 
would rather she tell me. I really think that one of the things interns need to learn 
to do as teachers is to be self-reflective. (MT: Hannah) 
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Supporting journaling and using this vehicle of communication effectively, Hannah 
believed that she took advantage of this journal to enhance intern self-reflection and 
mentor-to-intern communication. 
Helping interns with lesson plans: Findings from interviews indicated that 
mentor teachers' support in lesson planning was crucial for interns’ professional 
development. Sophie, an intern, described her experiences with two different mentor 
teachers: 
In the beginning... it was torture because it took me two hours to write up 
a lesson plan. Then my teacher would critique it. And I spent another three hours 
revising it. It was just taking way too long... I stayed up all my nights writing up 
a lesson plan that was going to get changed. That’s why in the middle of this, I 
really thought that I was doing something wrong. But no one told me what it 
was... 
I really liked it that Marla gave me resources when I needed it. I asked 
her for resources and she gave me the whole bunch. So I just took the whole 
bunch and went through them. I went online and did my own research. I put lots 
of plans together, like a rough job. I just really know what I was going to do, 
what I needed for materials. I just told Marla what I was going to do and I asked 
her whether it was good or not. She said it was good. Then I wrote it up. So I 
didn’t have to spend my time in writing it up and then having to change it. I just 
wrote it up. It used to take me two hours to write a lesson plan, now it takes me 
forty-five minutes. So I cut down on the time. It’s good. (ST: Sophie) 
In two semesters, Sophie had contrasting experiences with her mentor teachers in 
writing lesson plans. In the first semester, she suffered from two factors that came into 
play at once - inexperience and a lack of mentor support. However, in the second, she 
was more experienced and her mentor teacher supported her with resources in advance, 
which helped her to ensure the efficiency of constructing a lesson plan. 
Two distinct types of mentor teachers’ approaches and perspectives towards the 
support of lesson plans emerged from the data. One type was that the mentor teacher 
completely advocated writing a lesson plan before each lesson. Hannah was typical: 
o WtP 
n 
I 
P 
'/I 
A 
Mm*, 
<c 
X 
n 
v 
A 
MmM 
I Ml#* 
| Ml#t 
116 
Edith has to write lesson plans... or I will not let her teach... Its a load map. It s 
what reminds me of my objective, what I am trying to teach; reminds me of my 
materials, what I have to get ready; reminds me of my procedure. I have to think 
through what comes first, what comes next, and how you are going to introduce 
it. It worked. And then the idea of what I am looking tor. What do I want to see 
at the end of this? How will they show me? That’s what I expect my intern to do 
in everything they teach. (MT: Hannah) 
Hannah expected interns to compose a lesson plan tor each lesson that they taught 
because she believed that a lesson plan requiring thorough deliberation during planning 
served as a road map that guided interns throughout the process of teaching. She further 
illustrated her perspective: 
I don't think it takes a long time to do it. At first it did. At first she got it back 
and she would write it again and she would send it back to me. We went back 
and forth. Now she sends me for her reading for this week and I said, “They are 
fine. You might want to think about this, this, and this.’’ If she takes my 
suggestion, that's great. If she chooses not to, that's fine too. We just think about 
these things and she goes and does them. There is going back and forth now like 
there was. I will not hesitate to recommend her because I know she can plan it, 
she can teach it. (MT: Hannah) 
Hannah worked closely with her interns on the lesson plan and gave specific feedback in 
the beginning. With time, she became more open to the interns’ choice for teaching but 
she still never felt hesitant to provide her comment. She believed that once an intern 
could plan a lesson, she/he could teach it. 
The other type of mentor teachers never or seldom read lesson plans. For 
example. Dawn, an intern, shared her experiences: 
Gloria never looks at my lesson plans; neither does Zoe. Neither of them looks at 
the lesson plan whatsoever. Zoe said, “I want you to have objectives, clear 
methodologies.” She never looked at it. She has said that aspect beforehand, 
which I did, but she never looked at it, which is fine. (ST: Dawn) 
Dawn’s mentor teachers never read her lesson plans but they talked about the lesson in 
advance. 
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Findings indicated that mentor teachers noticed that some interns were not well 
prepared for lesson plan construction and proposed that the program should make more 
effort on this. Marla, a mentor teacher, supported the point: 
I don't feel my job is to supervise her writing her a lesson plan. She is doing it 
with the course at UMass. My job is to help her deliver the lesson and support 
her managing the classroom. So I expect them to be prepared and have that part 
done. (MT: Marla) 
Marla viewed that it was not her job to supervise interns how to construct a lesson plan; 
rather it should be the responsibility of the university. She believed that her 
responsibility was to guide interns how to plan the curriculum and how to manage the 
classroom. 
Another mentor teacher, Courtney, echoed Marla's point: 
They should have their basic lesson plan when they teach. That should all be 
done... That should their responsibility as a student teacher to be able to do 
that... As far as their lesson plans go, I have some come up with their lesson 
plans that are really pretty complete and I have others who we just had to 
regurgitate everything that they were going to say and that's hard to read through 
and that really didn't belong in the lesson. For that particular person I just kept 
trying to say, “That's not important. I need to have just outline things, topics that 
are going to hit me... You don’t have to say, kNow I am going to say this and 
then I am going to let them go to the bathroom.’ I don't need all of that.” (MT: 
Courtney) . 
Courtney suggested the program prepare interns the basic ability to create a lesson plan 
before they were supposed to teach. Some interns she had had the ability but others did 
not and needed constant guidance. 
Findings from interviews indicated that mentor teachers’ guidance before 
constructing a lesson plan helped direct and structure interns' lesson planning and 
ensured an eventually successful internship. Joy, a mentor teacher, supported the point: 
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My interns and I really have spent a lot of time before they really get to that 
point of writing their plans ol really plotting out what the unit would look like. 
Sometimes the scope of what an intern might want to cover is either way too 
broad, or occasionally just way too little... A successful internship also involves 
a lot of guidance and discussion around how lessons are designed and what goes 
into that lesson planning, even if it's starting with something simple like doing 
read aloud, doing hand writing lessons or simple spelling lessons. It s not 
necessarily huge pieces of curricular content. You have to spend time breaking 
down simpler lessons to really explain what would be important - including this 
or that or saying it this way. I am certainly acknowledging the amount of time 
that it takes. For the intern and the mentor, there needs to be a real commitment 
to the time frame... There needs to be a real opportunity to really have insight 
into all the different natures of learners, all of the different issues, [and the] 
strengths they need that the children bring to the classroom. (MT: Joy) 
Joy believed that mentor teachers should be willing to commit their time on guiding and 
discussing with interns about how to design and plan out a lesson with appiopriate 
curriculum content. 
Maria also commented on the point as an intern: 
I would want to guide the student in the beginning, if you need me to help put 
your lesson plan. Toward the end of this semester, he was really giving me 
rooms to do it. This is what needs to get done and you can use any other supplies 
in here that you want to. And it's up to you. I am sure you would be Fine. Go 
ahead. You would be fine. Take away and do what you want to do with it. (ST: 
Maria) 
According to Maria, the need of mentor teachers’ substantial support in lesson planning 
decreased when interns became more experienced. 
Ruth, another intern, shared her experience: 
She started giving me content lessons. She said, “Well, in two weeks we're going 
to be ready to read this story. So read through it and tell me tomorrow. Ask me it 
you have any questions about what you would teach for it.” And then I showed 
her my lesson plan when I had written it and she read through it and she said, 
“This looks great.” At some point after I had done that two or three times, she 
sent me an email and she's like, “I feel like I should be helping you more. “ So 
she was ready to guide me through the revision process on my lesson plans so 
that when I finally got up to teach the lesson two weeks later. I'd be ready to go. 
(ST: Ruth) 
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The experience of Ruth portrayed that mentor teachers’ constant support of lesson 
planning in resource and advice enhanced interns’ confidence and preparedness to teach 
a lesson. 
Findings indicated that some mentor teachers would instill their ideas of how to 
plan lessons, while their interns would wish to try their ideas. For example, Kay, a 
mentor teacher, illustrated how she supported her intern, Victoria, through planning: 
We talk about a lesson she can do. Victoria has great potential, but content was 
not there. For example... I told her I wanted you to do a writing unit. So I gave 
her the book I used. I told her what the whole unit looked like. I showed her 
samples that I had from past years that I copied for two user's models. And this 
is what they will do next and this is what they will write and these are the 
checklists I had and so she suddenly was introduced to the whole unit. Then I 
told her I wanted to teach her what I would do for the First day. She said this is 
what I did. That's fine! She has her model. But it [would be] great for her [that] 
when she started teaching this first lesson she was so clear what the whole unit 
looked like. (MT: Kay) 
Kay provided her resources and ideas and guided Victoria how to teach a unit. But 
Victoria had a different perspective and need: 
I would really let them do what they felt comfortable with at first, let them ease 
into it as much as they need to, and then let them just really feel into teaching. 
You really have to be thrown into it, rather like babies. (ST: Victoria) 
Victoria preferred not be pampered but wished to try her way with comfort in the 
beginning and to render less difficulty to teaching. 
Findings indicated that some participants believed that interns should plan 
before they teach despite the fact that they had discussed the lesson and received 
guidance from their mentor teachers. Joy, a mentor teacher, shared her insight: 
I want everything in writing. Even though I am constantly saying, “I trust you 
and 1 know you're planning,” the minute I don’t see it in writing, it’s hard for me 
to help you. It’s hard for me to know exactly whether you are on track and to 
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give you the support and the confidence to implement this lesson or to know 
maybe there are some things I would encourage you to take a second look with 
me. So getting it in writing and then to see for me to say, “Well, this is fun, but 
what's the learning outcome? Why are we doing this? What’s your goal here for 
this lesson? So let's go back at that. And what evidence of learning and 
understanding are you looking for out of this lesson ?” So I know there is a little 
lineup about those things, but I am still finding that they need a lot of help to 
kind of keep that integrated, connected circle, looking at all of those things. 
(MT: Joy) 
Joy believed that a lesson plan that concretized everything which was discussed helped 
mentor teachers visualize how much interns actually internalize the lesson they were 
about to teach and provided an additional opportunity for further modifying and 
strengthening the lesson. 
Another mentor teacher, Leon, built on Joy’s point: 
A good lesson will hold children's interest and a well planned lesson will keep 
the kids actively engaged and will almost eliminate the need for management... I 
want to be sure that they are prepared and know what they are doing in advance. 
The planning tools... from the university are fair. So I use those with interns. I 
have seen lessons that haven't been well written. They don't look like they have 
been thought out. I will send an intern back to kind of polish this up little bit. So 
we talk about it. I convinced that they know the methodology, they got the 
materials together and they are going to move through it. (MT: Leon) 
Leon believed that a well-thought-out lesson plan ensured a quality of instruction as 
well as management and that this was what causes interns to learn the most. Leon asked 
interns to use the university lesson plan template to structure their thoughts about a 
lesson. 
Interview findings indicated that with the dual supports from the mentor teacher 
and the program supervisor during student teaching, a controversy was about who 
should be reading the lesson plan. Joy, a mentor teacher, argued vigorously on the point: 
I do feel very strongly that really should be the mentor teacher. I do find interns 
that are getting a little bit of conflicting information about that... I could 
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supervise interns at every grade level. But I would not be the one to say, “This is 
an ideal math lesson for sixth grade. Or this is an ideal lesson for first grade.” I 
could do a range of grades, but sometimes... the information that you should 
change this or you should introduce it this way, or don't forget to say this, or you 
got to include more of this, is not developmental^ appropriate. Maybe the 
suggestions are really not developmental^ appropriate for a first grade, certainly 
not for a first grade with an ELL inclusion class. So the mentor teachers really 
are in a better position to know if this lesson is well thought out, if it is well 
developed. The other piece is if this lesson that this intern has written up reflects 
the pre-planning that we did. Because I am really the only one who knows and 
who says. I suggested that she do this or I know that we talked about this 5 times 
that she’s got to find a way to weave this in it. And they are still not in the 
lesson, and there is no way a supervisor can know that I expect them to. (MT: 
Joy) 
Joy believed that mentor teachers should be the ones that provide feedback to lesson 
plans rather than program supervisors. She reasoned that, although common threads in 
teaching ran across grades as far as supervision was concerned, making judgment of 
whether a lesson plan was appropriate to a specific classroom or grade level was beyond 
the aptitude of a program supervisor. 
Hannah, another mentor teacher, supported Joy’s point: 
[We] had a very enthusiastic program supervisor. The intern would write the 
lesson plan. I would go over the lesson plan, give feedback. At the last minute 
the program supervisor would give her feedback and expect the lesson [to be] 
written according to her feedback. I respect your knowledge and I respect your 
experience, but you do not know the children as I do. You do not know the 
curriculum as I do and you do not know the system expectations as I do. So I 
appreciate all the feedback you are giving the intern, but you need to understand 
that I have to be the final arbiter of how the lesson is taught, not you. So you are 
welcome to give your feedback, but that's what it is. It’s feedback. We can look 
at it and consider it. But the way the lesson is finally taught has to be my 
responsibility because it's my class. (MT: Hannah) 
Also experiencing some conflicting comments on lesson plans from program 
supervisors, Hannah debated that mentor teachers should be the ones that provided 
feedback. 
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Cathy, a program supervisor, also supported the point: 
Mentor teachers should see the lesson plans. It’s a very precious learning 
process. It’s tiresome and it's toilsome to do and spend the time. [But] it s ciitical 
in the learning process. When I am a mentor, I see all the lessons. I m not 
necessarily giving them feedback. I am going to honor when it s my time to give 
feedback to the person. (PS: Cathy) 
As a program supervisor and a former teacher, Cathy regarded reading lesson plans “a 
very precious learning process” and mentor teachers should commit to it. 
On the other hand, findings indicated that, although mentor teachers were 
enthusiastic in engaging interns in discussing about lesson planning in advance, not all 
of them felt comfortable reading lesson plans for interns. Becky was one of the mentor 
teachers: 
They should submit them to their supervisor... They have their students put 
down their objectives and assessments. As we know, professors have been 
teaching for a lot of and know in their head what they are going to do, but it is 
not always on paper. So it is refreshing to see that our new teachers have to go 
through this process. Every single subject that they are teaching, they have to see 
where it's coming from and when it's going. They have to see why they are 
teaching a particular subject and how they are introducing and how they are 
going to tie it together. It takes a lot of work and that's good for our students to 
do. I can be supportive. That’s important to show their mentor teacher what their 
lessons look like. (MT: Becky) 
Becky liked the lesson plan design as it encompasses crucial elements for deliberating a 
lesson. But in view of being unfamiliar with it, she suggested that lesson plans be 
submitted to program supervisors, who she believed knew about the constituents of a 
lesson plan. 
Marla, another mentor teacher, echoed Becky's point: 
As a mentor teacher, I tell my student teacher it’s more important to me that you 
have thought through all these things in the process than the time it takes to 
write it down in a certain format, if you have gone through the thinking process. 
So, reversing roles as the supervisor, I know what requirements are on the 
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university and of the course work that they are doing. So I know what's required 
by them for the format of the lesson plan or what they expect to see in it. So I am 
going to look for those things. As I look through it I may have questions, “What 
did you think about your transition from this activity to that activity? As I read 
the lesson plan that I feel there is a gap there, how are you going to get from here 
to there ?” And I may ask just questions, not expecting them to write again 
because it's not in the format maybe. But just to question them as to see if they 
have thought everything through. And maybe ask them “Do you have all your 
materials ready yet, all the materials that you need ? And do you know how to 
find them if you need them?” (MT: Marla) 
Marla clearly divided the responsibility of mentor teachers and that of program 
supervisors in supporting interns through lesson planning. She deemed that a mentor 
teacher supported interns to think through a lesson, whereas a program supervisor, who 
knew the requirements from the university, should look at the format and pose questions 
for interns to process the coherence of elements in the lesson plan. 
Extending professional support beyond the classroom: Findings from interviews 
indicated that it was important for mentor teachers to extend their mentoring efforts to 
other professional aspects beyond the classroom to foster a well-informed future 
educator. Joy, a mentor teacher, supported the point: “It’s really important that... you 
really take them around to meet other people showing them the building, get them to 
know the workroom, the office staff, introducing them to administrators.” 
Grace, a head TA and program supervisor, commented on the point: 
They want support as far as the school environment in general, what kind of 
school environment this is and the support of the option to go out and observe 
other classrooms. That would be interesting for them to observe or go to 
specialists. (Head TA & PS: Grace) 
Grace deemed that interns needed support that helped promote interns' understanding at 
the levels of the entire community, other classrooms and teachers. 
Susan, a program supervisor, had this to say: 
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I would work to include that intern in parent conferences, any kind of sped 
meetings. 1 would do the little extra work required to clear with those parents, to 
clear with the staffs so that that intern could just quietly observe some kind of 
sped meeting, just expose that intern to as much of what goes on in the entire 
school community as possible. (PS: Susan) 
Susan recommended that mentor teachers should include interns in parent conterences, 
staff meetings, and special Ed meetings, so as to immerse interns in all aspects of 
awareness of the workplace. 
A mentor teacher, Courtney, shared her experience: 
They are able to come to the staff meetings... they are really included and 
encouraged to go. She has had contact with the principal and she was very 
involved with parent conferences. (MT: Courtney) 
Courtney included interns in other learning opportunities in the school, such as 
contacting with the principal and involving with parent conferences. 
Findings indicated that, knowing that excellent practice was not confined in a 
classroom, mentor teachers urged interns to take advantage of the school community to 
expand their knowing and awareness. Leon supported the point: 
“Teaching is finding your own voice as a teacher,” I talk to interns about this all 
the time... That’s one of the reasons that 1 like to send them into other 
classrooms to see that this other teacher has a completely different style and 
management but the kids are learning and equally wonderful but different. There 
are so many ways of doing this job. Interns need to kind of look at themselves 
and look at their own personalities... It’s learning to match your personality with 
the techniques or teaching that complement it. And hopefully the mentor teacher 
has a style that you can adopt or adapt and work, and make to work. (MT: Leon) 
Leon encouraged his interns to visit different classrooms and observe othei teachers 
teach so as to find out their own style of teaching. 
Joy, another mentor teacher, also supported the point: 
[I] always include them in our grade-level meetings that we have every Friday 
that we call teacher assistant teams. We look closely at a child each Friday and 
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talk about issue with that child, what we are doing and how to handle certain 
things. So they are getting to hear not just from me, but also from the whole 
team of people that come into those meetings every Friday about some of the 
kinds of management things that that are going on. (MT: Joy) 
Joy included interns on grade-level teacher assistant teams to observe how teachers 
collaborate in student issues. 
Findings indicated that mentor teachers were inclined to play the role of a parent 
and to extend their care to interns’ personally yet professionally-related issues. Take 
Leon for example. He stated, 
... People need to learn how to cope with stress... Stress should be a positive 
part of your life and it should motivate you and not debilitate you... I am always 
telling them, “You got to take care of yourself before you can take care of 
anyone else, and how to find that balance, how to do the job and do it well 
without burning yourself out in the process.” ... So that's kind of a lite skill, 
dealing with stress and taking care of yourself and making sure that you got your 
own life in order so that you can do this other huge job. (MT: Leon) 
Understanding that professional performance was oftentimes related to how to deal with 
personal life issues, Leon provided advice to guide interns how to deal with stress and 
maintain their lives in order. 
Courtney shared her experience: 
I say, “It's just experience. The first year, you are going to do the very basic 
things and then you keep your lessons. You keep your unit. I try to develop 
really one good unit at a time and next year it gets a little bit easier. You find out 
you have a little bit more time, so you just put something else in the bag to fill 
that time and fill another unit the next year really well. And just keep taking in 
small steps. Try to pick one that is interesting to you and really doing a good job 
and getting it through and the next year you can teach it right from what you 
have and then begin another unit. And just try to work very quickly on them.” 
(MT: Courtney) 
126 
When interns were concerned about competence in the tuture, Courtney encouraged 
interns that through experience they would establish their capability and that with time 
they would store up a rich repertoire for professional performance. 
Findings indicated that some mentor teachers emphasized the importance of 
extensive professional development and personally modeled to interns. Joy supported 
the point: 
One of the things that I also do was I share my own professional development 
with them. We need to know that teachers themselves are growing 
professionally. It’s a model tor those interns to have to know that that s 
something I have to do. So I let them know that my own teaching had to grow 
around all of those things that they are learning about but how that takes time. 
(MT: Joy) 
Joy shared her own professional development as a mentor teacher for the purpose of 
modeling to interns that it was something that a veteran teacher should do to 
continuously grow professionally. 
Becky, another mentor teacher, shared her experience and insight on the point: 
I took the bus with the kids because there was a little boy who wouldn't go on 
the bus. I have to show the little kid the right bus. And it s good for our inteins 
to know that you have to do these things. So I try to teach things, not only book 
things, but also to be a real teacher you have to sensitive to these things. Before I 
am teaching, I just want to make sure that I teach these teachers that there is a lot 
of love for these innocent kids. I really do stress that you have to... If you have 
somebody, you have to be that nursing mother and social worker. You are not 
just teachers anymore. We need to train our teachers that are coming in that they 
have to teach more than just the mind, the whole well being. (MT: Becky) 
Caring about the entire well being of individual children, Becky modeled to her interns 
how to be a loving teacher who cared not only academic learning but also the needs of 
every single child. 
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In summary, preservice mentoring was a course of progressive steps that mentor 
teachers worked to initiate interns gradually into the professional world. First, mentor 
teachers paved the groundwork that included the decision to accept interns, the 
understanding that they were to work with interns with diverse backgrounds, and the 
willingness to blend two systems of learning in the classroom. Second, through 
recognizing that there were gaps in interns' knowledge, ability and experience between 
being confused about everything in the classroom and being able to execute tasks in the 
classroom, mentor teachers helped novel interns fill up the gaps by progressively 
blending into the professional arena. Third, mentor teachers helped establish interns’ 
confidence and ability during student teaching through emotional, instructional and 
managerial supports. Fourth, mentor teachers’ modeling on aspects, such as classroom 
management, teaching skills and teacher language, was powerful and indispensable 
during student teaching. 
Fifth, observing interns and providing feedback were constant and inherent tasks 
that mentor teachers took on along the course of mentoring. Sixth, it was vital that 
mentors and interns had regular communication on students, curriculum planning, 
instruction and management. Seventh, mentor teachers’ support in lesson planning was 
critical for interns’ professional development. Finally, mentor teachers extended their 
mentoring efforts to other professional aspects beyond the classroom in order to foster a 
well-informed future educator. 
How Mentor Teachers Learned the Roles 
Three categories emerged from the interview data on how mentor teachers 
learned the roles. They included: a) the paths that mentor teachers learned the roles, b) 
building a rationale for mentor teacher development - issues and concerns; and c) the 
factors to consider for mentor teacher development - implication plan ot action. 
The Paths to Learning the Roles 
Findings from the survey regarding how mentor teachers learned the roles (see 
Table 9) indicated that mentor teachers learned their roles through a variety of channels, 
a result from a survey question that allowed for multiple choices. Further, 46 mentor 
teachers (92.0%) were prepared through prior experience as mentor teachers, 32 
(64.0%) learned from reading the handbook and 25 (50%) from interns. Other 
opportunities that mentor teachers learned their roles included learning through a brief 
orientation from ECETEC (40.0%), through trail and error (38.0%), from peers (30.0%), 
and from program supervisors (28.0%). Findings indicated that mentor teachers piior 
experience played a major role in mentor teacher development, rathei than 
programmatic support. 
Table 9 
Flow Mentor Teachers Learned the Roles 
Frequency Percent 
Formal Training From ECETEC 4 8.0 
Periodical Seminars 1 2.0 
Orientation From ECETEC 20 40.0 
Reading The Program Package 32 64.0 
Prior Experience As MT 46 92.0 
Prior Experience As ST 12 24.0 
Learning From PS 14 28.0 
Learning From Interns 25 50.0 
Learning From Peers 15 30.0 
Trail And Error 19 38.0 
Others 5 10.0 
[* This question allowed for multiple choices. The frequency represented the number 
mentor teachers who chose the item and the percentage represented the number ot the 
choosing mentor teachers over the total respondent mentor teachers (50).] 
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Results from the survey regarding mentor teacher preparation (see Table 10) 
indicated that 27 mentor teachers (54.0%) agreed or strongly agreed that they were well 
prepared for the role. Additionally, 23 mentor teachers (46.0%) strongly disagreed, 
disagreed, were not sure or did not answer. Findings indicated that approximately a half 
of the mentor teachers responded to the survey were confident that they were well 
developed for the role, while the other half were not. 
Table 10 
Mentor Teacher Preparation 
Frequency Percent 
Strongly Agree 5 10.0 
Agree 22 44.0 
Not Sure 4 8.0 
Disagree 16 32.0 
Strongly Disagree 2 4.0 
Missins 1 2.0 
50 100.0 
Interview findings indicated that participants believed that a meeting in each 
school at the beginning of each semester was the major programmatic preparation for 
mentor teachers. Program coordinator Meg admitted that though mentor teachers were 
invited back “for further meetings during the year...because of mentor teacher's time, 
schedule, or their perceived need for further meetings...not too many of those meetings 
have occurred.” Three exceipts below from three participants portrayed the content and 
duration of the meetings: 
The trainings I’ve seen are more about going over the requirements for the 
practicum, like this is the handbook; this is what we're going to do. We use a 
clinical cycle model which quickly we go over that, but it's nothing really 
explained. (Head TA & PS: Jay) 
Lisa came one day and she left a message and said I need the fifteen minutes of 
your time. She gave me a bag and told me not to write in it though because there 
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is only one copy for the school and the next students came, they wanted to have 
that one copy here kept in the library or some place. (MT. Becky) 
hi some of those teacher meetings, some of them arrived at school for like ten 
minutes...Ten minutes is not enough to go through the entire handbook. The two 
head TAs and Lisa... had it before school and the teachers didn't want to get 
there before 8:30. At 8:50 they had to leave. Some of them were struggling in 
8:35, 8:40s, so pretty much missing the whole thing. (Head TA & PS: Grace) 
According to Jay, Becky and Grace, the meeting was about a brief overview of the 
program requirements without further explanation in light ol the fact that the duration 
was only about 10 to 15 minutes before school when teachers were longing to leave for 
the classroom. 
In addition to the initial meeting, mentor teachers learned through other 
approaches in order to work with interns. For example, Hannah learned from reading the 
handbook and trial and error. Marla, on the other hand, believed that if I have a 
question as to how it's going to be used, they (referring to interns) should be able to 
explain it further, or they don't have the answer, then the supervisor would have the 
answer.” 
Leon, another mentor, shared his experience: 
Most of my experience has been through watching people like Barbaia coming 
from the university, working with the interns, the training materials that come. 
But most of all is the expectation that each intern coming in needs to function as 
a colleague and they need to behave as a teacher. And so with that expectation, I 
try to give them the experiences that will necessitate that they work that way. So 
that’s thirty years of history in a nutshell. I would think that s more ol my 
experience. It’s the hands on piece that my expectation ol the intern is behaving 
as a teacher, but it’s a little both all along the way. (MT: Leon) 
Leon learned through observing how program supervisors supervised interns, through 
interns' expectations and via his own 30 years of mentoring expeiience. 
Caitlin shared the observations of her mentor teachers: 
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My teacher last semester has been involved to ECETEC taking interns ever since 
she started teaching, for like seventeen or eighteen years. So she really knows 
the system. But I could tell she would get frustrated with the line of 
communication between her and ECETEC and the guidelines and expectations 
that were actually set for the interns. This semester as far as training and support 
and conferencing, I didn't see the training, but she took advantage of the 
handbook and knew the dates and guidelines and expectations. (ST: Caitlin) 
Caitlin observed that her mentor teacher last semester learned through years of 
mentoring and her mentor teacher this semester learned from the handbook. 
In summary, survey findings indicated that most mentor teachers learned to be 
mentors through their past experience as mentor teachers. Also, many learned from 
reading the handbook and from peers. Some from trial and error, from peers and from 
program supervisors. Approximately half of the mentor teachers responded to the survey 
agreed that they were well prepared; the other half did not. 
Interview findings indicated that mentor teachers learned the roles through 
various paths - the beginning programmatic orientation, reading the handbook, prior 
experience as a mentor, from interns, from program supervisors, and from trial and 
error. These findings mostly coincided with those from the survey, except learning from 
the program orientation. However, survey findings clearly demonstrated that personal 
prior experience in mentoring interns was the major path that mentor teachers learned 
the roles. 
Building a Rationale for Mentor Teacher Development: Issues and Concerns 
Findings from interviews indicated that there were issues and concerns for 
mentor teacher preparation, which in turn helped build a rationale for mentor teacher 
development to fulfill the role. The aspects emerging from this category that supported 
the reasons for mentor teacher development included: a) the need to develop mentoring 
knowledge, b) the need of a platform for communication and c) the need ot an arena for 
problem solving. 
The need to develop mentoring knowledge: Findings indicated that participants 
believed that mentor teachers needed a support system to help develop an array of 
strategies for mentoring. As Nancy, a head TA and program supervisor, put it. 
Training and collaboration can definitely help someone develop some strategies 
or to hear from other people what they’ve done to use, it that’s been successful, 
different ways, because it’s beneficial to the intern but also for the mentor 
teacher. (Head TA & PS: Nancy) 
Nancy believed that a mentor teacher support system could be beneficial to both mentor 
teachers and interns. 
According to Grace, another head TA and program supervisor: 
And also new teachers aren't properly prepared to do the job that ECETEC 
requires. It should be something made very clear at the beginning of the school 
year. If you are going to take an intern, this is the expectation. This is what we 
expect. We need teachers that are going to be phenomenally useful in the 
program. Someone that we know is going to be there when program supervisors 
cannot set there. That teacher can step right in and fill those shoes immediately. 
(Head TA & PS: Grace) 
Grace observed that new teachers were not well prepared and argued that they especially 
needed support to know the expectations to be useful in the program. 
Findings indicated that some mentor teachers were not fully aware of what 
interns were supposed to do in the classroom and what their role was as a mentor. They 
used interns the way they interpreted that interns should perform in the classroom. Ruth 
shared her experience as an intern on the point: 
Last semester, I usually picked my own books. And she just left me to my own 
devices with the book group... it’s not like she had an opportunity to look over 
and say, “I don’t think this is going to work, you need to rethink it,” but she’d 
look at it and she’d go, “yea, that’s good” and then I’d teach the lesson... it 
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would have been better if I had planned the first couple lessons with her to see 
how they could have gone sequentially, just really working better... I did lots of 
book groups last semester but none of them built of each other... it's just I don't 
know how it fits together and just kind of felt lost. And I don't even think that I 
knew I felt lost. (ST: Ruth) 
Ruth's mentor teacher last semester took her as another teacher and let her work 
independently and did not provide her with guidance or substantial feedback. 
Another intern, Maria, described her role in the class: 
turn 
My role is to help her in the classroom, like being a paraprofessional, free labor. 
“Let Ms Maria do it. Get some copies here, Ms Maria. Can you go copy them?" 
She had me copy paper on the last day of master teaching. I already have that 
problem with the photocopying machine two weeks ago. So I really don’t want to 
go back up there. But if you have a few things that you need me to photocopy, I 
will go and do them for you. (ST: Maria) 
Maria illustrated that her role in the classroom was like a paraprofessional and she was 
supposed to run errands for the teacher. 
Caitlin, another intern, commented on the point: 
Now I am leaving the room, I am not there to pick up this paper or copy this or 
take over when she just wants to leave... If anything helped, it would be her not 
to treat me so much as inhuman. She was calling me intern. And my name is 
Caitlin. (ST: Caitlin) 
Caitlin commented that in addition to taking her as a helper her mentor teacher treated 
her disrespectfully by calling her ‘intern.’ 
A head TA and program supervisor, Grace, was concerned about the situations 
as the interns described: “I would like to see more teachers getting involved and being 
more active. I don’t think they play the role. I look at the interns; I don’t really see that 
they get that every placement." 
Victoria supported the point of mentor preparation: 
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They could definitely be more prepared in general for the role and the mentor 
teachers need to have more knowledge of what we are going through in our 
program, the requirements we have, the deadlines, and the time constraints. Just 
supporting you in everything, if you have questions or if you re leeling really 
overwhelmed and you just need to not teach one day or to just kind of sit back. 
So I guess maybe just being there for you and just supporting what you’re going 
through. (ST: Victoria) 
Victoria recommended that mentor teachers be equipped with the knowledge about 
programmatic requirements and interns’ emotional needs to fulfill the role. 
Findings indicated that without a full range of understanding of what role mentor 
teachers should act over the course of student teaching, at times mentor teachers did not 
support interns the way they needed timely. Take Maria for an example. 
My teacher this semester didn't introduce me to anyone. I really had to do it for 
myself. ECETEC required us to write a letter [last] semester to our parents and 
students of the classroom. But the second half of this semester it wasn't required. 
We didn’t have to write a letter. It wasn't known who I was. (ST: Maria) 
Maria commented that her mentor teacher this semester did not introduce her to people 
in the school and parents of the students. 
Reese, another intern, illustrated her experience: 
She didn't allow me to learn my teaching style, my knowledge in the way I 
wanted. She was very concerned of what I was doing was right. Every time I 
would do it wrong, because she was so careful. I felt more uncomfortable than 
comfortable. There was no time that I felt comfortable, because at times I was 
right, I felt like I was wrong. She thought that I was inexperienced, which she 
has the right to think that. (ST: Reese) 
Reese’s mentor teacher was concerned about Reese’s being inexperienced and was 
careful about whether she could teach correctly, which intimidated and frustrated her. 
Victoria also shared her experience: 
I definitely learned a lot from [the teacher who is too into teaching, who cared 
about students] because they know what they're doing and they know what 
works, they know what doesn't work and I learned from that. I learned from 
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observation through the modeling and just through the conversations about it. 
But on the other hand, it's less of an opportunity for me to try my ideas on my 
own for what I think. I don't feel as comfortable and I don't feel as comfortable 
bringing out my own ideas that I have. I feel like I have to do it this one way 
because the teacher has the experience with doing it. She knows it works, which 
is fine, and it limits my ideas. But it always has to be approved first. (ST: 
Victoria) 
Though learning tremendously from modeling and conversations of her mentor teacher 
who was into teaching and cared about students, Victoria regretted that she had less 
opportunity to try out new ideas because she had to follow the way her teacher was 
teaching. 
Another intern, Sophie, had this to share: 
1 wish she had let me teach my lessons, just let me see the lesson went because 
you don't learn if you don’t try. She wanted like the perfect lesson. She basically 
told me what to do. I came up with the lesson plan. We would go through every 
section and we would change it till it was how she wanted it. So basically it's her 
idea. I am just doing it. It's not my idea and I am doing it. So I didn't like to learn 
anything because it wasn't my idea. She didn't even give me any resources until... 
I talked to my other interns and then they [said,] “Yea, my teacher gave me all 
resources.” They have resources? So I went back to my teacher and then she 
said, “You should have asked me for it.” ...She just expected me to know it... 
(ST: Sophie) 
Sophie felt resentful that she had to teach following her teacher’s ideas. She described 
that she had to come up with the lesson plan first, then went through every section of the 
plan with her teacher, who told her what to do, and finally changed it according to the 
teacher’s recommended ideas. She wished that her mentor teacher would have let her try 
out her ideas and provided her with resources. 
Findings from interviews indicated that mentor teachers without proper 
development were not able to discern mentoring quality. As Kay, a mentor teacher put 
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Ahead of time, ECETEC departed from the premise that I have done this before, 
because there was never training at any time from any of the colleges I worked 
with how to be a good mentor teacher. I have been thinking about it: I didnt go 
to mummy’s school either, so I learned from my mom. Right? So l learn from 
good mentor teachers. That was my training. And I don't know how I could have 
prepared me. I don't know what I am missing. (MT: Kay) 
Kay assumed that as a mother learns from her mother to be a mother, so she learned 
from her mentor teachers to be a mentor teacher. Kay admitted that she did not know 
what was missing in her mentoring practice. 
Just as Kay stated, the program was making assumptions that mentor teachers 
already knew how to mentor. Harry, a program supervisor, echoed the point: 
We make a lot of assumptions that people know how to collaborate. I think it 
could be useful... to make sure that you’re helping support the mentor teachers 
and the interns directly and require them with certain structures to collaborate 
and do it in a way hopefully that is going to be productive for both people. (PS: 
Hairy) 
Realizing the assumption made by the program, Harry suggested that mentor teachers 
learn some structures to collaborate so that they knew how to support interns in a 
productive way. 
The remark of Hannah provoked further thinking: 
For me it's been mostly experiential. It hasn't been an opportunity to engage in 
conversation with other people or even with interns about what they found to be 
interested, useful, and helpful. It’s based on my past experience with that 
something I have always been interested in because the teachers here talk about 
it, but in found moments... If I still feebly feel I need to engage in those 
conversations, I imagine somebody who is new to the whole idea ot mentoring, I 
mean it's that we assume everybody knows how to mentor because everybody 
was a student teacher at one point. (MT: Hannah) 
Indeed if as an experienced mentor teacher, Hannah still felt that she needed to partake 
in mentor conversations, how would the situation have been for a new mentor teacher 
without this kind of opportunity being offered? 
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Findings from interviews indicated that mentor teachers with prior preparation 
were able to better fulfill their role. Courtney's experience exemplified this type of 
mentor teacher: 
I got into peer coaching for staff. It made me become more analytical as to what 
I was watching. It’s very similar to what ECETEC (has) right now in your 
coaching things. We were introduced to some of the tools. So my observations 
are more objective rather than subjective. And it allowed me to kind of get out of 
the picture because I didn't want this person to be being me. Beforehand I was 
looking at that person and saying, “Didn't you just see me what was doing?” You 
know, so it allowed me to step back and let the student form their own... (MT: 
Courtney) 
Courtney's example indicated that mentor teachers become more analytical and 
objective when mentoring interns after they learn and implement strategies for peer 
coaching. 
Conversely, Debby' observation from mentor teachers she worked with 
portrayed a different type of mentor behavior: 
I don’t think any of them have any formal preparation in being a supervisor and 
collecting data. I think the data collection tools help because it gives them a 
framework but I don’t think that any of them really have any formal training in 
understanding the whole idea of pre-conferencing and conferencing and 
reflecting conference... the mentor teachers tend to be more critical of what the 
interns are doing and they tend to tell them “this is what you’re doing well and 
this is what you need to work on.” I think they’re a lot more clear about giving 
the information than having the interns figure that out for themselves... That’s 
just straight feedback... They give them the bottom line a lot. (PS: Debby) 
According to Debby’s observation, mentor teachers without a solid background in 
clinical supervision tended to be more critical and direct in guiding interns. 
Findings indicated that how mentor teachers was prepared impacted on the 
student teaching experience. One of the interns. Dawn, commented that her mentor 
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teachers was “definitely less prepared and also a little bit less willing to put time into 
talking to me after school.” Additionally, Victoria commented on the point: 
1 would want a mentor teacher to ask me more questions about what I want to 
work on for myself, rather than they deciding what they think I should work on. 
So maybe they could be trained more in doing that and asking questions like 
that. (ST: Victoria) 
Victoria wished that she had a mentor teacher who facilitated reflection rather than a 
dictator who demanded her what to work on. 
Findings indicated that mentor teachers needed support from program 
supervisors with respect to program requirements. This resulted in program supervisors 
feeling burdened. As a program supervisor, Debby, put it: 
I should be communicating that to them. But if there are teachers that want to 
know more about the tools, that’s where I feel like it’s not really my role to teach 
them how to. I’m not a teacher. I’m a communicator, a liaison, a supervisor type 
resource person and I'm a resource to help people but I need somewhere to point 
them toward for the help. I can’t spend the time training teachers in my role on 
how to use observation tools. (PS: Debby) 
Debby argued that it was not her role to educate mentor teachers how to use observation 
tools though she agreed that it was her role to communicate that to them. 
A head TA and program supervisor, Grace debated. 
But why is it the program supervisor's job to educate these teachers? It's not. It's 
the program's responsibility to educate these teachers. It's the program 
supervisor's job to bridge, to support, to guide through all of these things, all of 
the set in place. (Head TA & PS: Grace) 
Grace also questioned whether it should be program supervisors’ responsibility to 
educate mentor teachers. 
Interns also played the role to keep mentor teachers in line with the program 
requirements, which added extra weight to their load. Dawn, one of the interns, echoed 
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the point: “This semester I am completely informing what I need from her and what I 
need to be doing for my program.” Jay, a head TA and program supervisor, supported 
the point: “The interns shouldn’t have to worry about what their mentor is doing. That's 
not their responsibility. Their responsibility is to learn in the classroom and teach, learn 
how to do that.” 
The need of a platform for communication: Findings indicated that, ECETEC as 
a newly developed merged program, many things challenged the program. As a head 
TA and program supervisor. Jay, commented: 
There are so many interns and there need to be so many classrooms and then 
there would have to be so many classrooms in an urban and suburban setting. So 
you’re getting people maybe who aren’t your first choice to be there and then 
you’re competing with four other colleges in the area. (Head TA & PS: Jay) 
Jay pointed out that, with many more interns, the program had to recruit more teachers 
and classrooms in an urban and suburban areas that probably were not the first choice. 
The program utilized many mentor teachers that worked with the previous 
programs, however, as program coordinator, Meg, pointed out, “Over time some of our 
mentors have been with us for many years. But probably there isn’t enough scaffolding.” 
Grace, a head TA and program supervisor, commented on the point: 
You are not going to know everything the program expects of you. That’s 
normal with these newer teachers. That’s a challenge. They are not trained as far 
as the ECETEC overview, the large picture of ECETEC. These teachers aren't 
properly trained to do it. So that’s probably a challenge that we face. (Head TA 
& PS: Grace) 
Grace perceived that the program also involved new teachers, who knew little of 
program expectations. 
Courtney, an experienced mentor teacher, observed a change in the program: 
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It might be because things change. ECETEC now, another person is in charge. 
So when that happened, I was able to compare because... I had Bridges person 
that came... And both people are both very nice, but both very dillerent. (MT: 
Courtney) 
Another change of the program, as pointed out by Courtney, was that new faculty was in 
the position. 
Findings indicated that participants believed that mentor teacher development 
would benefit both the schools and the university. A head TA and program supervisor, 
Nancy, elaborated her insights on the point: 
I think there’s a gap between the public schools and the university in regard to 
preparing pre-service teachers... I’ve been out three years. I know a lot of people 
in ECETEC have been out a lot longer than that... A lot of reform has taken 
place in public schools. There’s been a lot more pressure with MCAS and testing 
like that and sometimes things, expectations that are from the program aren’t 
necessarily, I don't want to say, attainable or reachable with the actual reality of 
what’s going on in public schools, but I think it comes down to it the supervising 
practitioners had more of a voice and more ownership in it. They would be a 
little more onboard with some of the things... and they do have a lot ol good 
insight. (Head TA & PS: Nancy) 
Nancy believed that there was a gap between the schools and the university in preparing 
preservice teachers in light of the fact that a lot of reforms had taken place in public 
schools and faculty members were out of the public schools for years. Nancy believed 
that mentor teacher development could help narrow the gap. 
Grace, another head TA and program supervisor, built on Nancy’s point: 
We need to have them share with us their thought about some of the things that 
we designed. I think that during the summer, there should be some kind of panel 
where you have some Amherst teachers and some urban teachers and letting 
them share their thoughts about what kind of things will fit into the program. 
(Head TA & PS: Grace) 
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Grace proposed that there be some types of panel that mentor teachers from different 
districts come together and share their thoughts about things that the program designed 
and things in public schools that would fit into the program. 
A mentor teacher, Kay, had this to say: 
The communicating is important between the school of Ed and us. For example, 
Victoria is taking a class on social studies. I totally understand the professor 
wants her to teach a unit, a lesson or two, and apply some of the concepts 
absolutely. But I had a conflict with that when my boss told me, "You cannot do 
this unit until after MCAS" or whatever testing. She will be gone by then. So we 
have a conflict. So how do we do this? (MT: Kay) 
Kay wanted to know how the school could work with the program when there was a 
conflict between intern requirements and the school policies. 
Victoria echoed Kay's point: 
I don't think there’s a communication there between the people who organize 
our program and the mentor teachers. Sometimes the mentor teacher might have 
an expectation of you without considering some other things that might prevent 
you from meeting that expectation or things like time restraints. I just wished 
that they knew that to make it easier for me. (ST: Victoria) 
Having personally experienced the results of miscommunication between mentor 
teachers and the program, Victoria wished that things were communicated clearly to 
make this experience easier for interns. 
Findings from interviews indicated that participants believed that mentor teacher 
development could help clear confusion about requirements and expectations. In light of 
the lack of a platform for school-university communication, many issues and concerns 
arose. Take the observation of Susan, a program supervisor, as an example: “Sometimes 
our observation system is confusing to them (referring to mentor teachers) with the 
informal, informal and the data collection. So that needs to be fixed." 
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Another head TA and program supervisor. Jay, also commented on the value of 
communication. He stated, 
I think you just continue to stress the program and procedures that need to be 
followed and what the program wants teachers to be like. Or you can t change 
teachers, especially teachers who have been working for ten, twenty years. (Head 
TA & PS: Jay) 
Jay believed that through constant communication about expectations, mentor teachers 
behavior could be changed over time. 
The need of an arena for problem solving: Participants believed that mentor 
teacher needed an arena to solve problems and support to work in synchionization with 
the program. As Kay, a mentor teacher, put it: 
What happens to me is that I don't have the perspective of the program or the 
goals of the program. I don't have the perspective of the supervisors, so I feel 
like we are not connected. I feel like I am working individually, separately, and 
my own expectations instead of the whole program, as it is not integrated in my 
mind. It is possible to integrate it. I think it will make the program more 
realistic... But it will also make it more updated to the teachers in the class. I 
think it can be really official to the two groups... it will be less confusing to the 
interns. (MT: Kay) 
Kay noticed that she did not have the perspective of the program rather she worked for 
her own perspective. Working individually, separately and without integration with the 
program, she hoped to be updated. 
Grace, a head TA and program supervisor, also urged that “ECETEC needs to 
educate their teachers...because it would save the confusion, it would save so much 
time after that.” Finally, a mentor teacher, Becky, hoped to have mentor development 
opportunity “just to make sure that we are all on the same page... so that everyone 
knows what’s going on.” 
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Findings from interviews indicated that some interns were troubled by the facts 
that mentor teachers did not have good classroom practices in areas, such as caring for 
students, management or instruction. Victoria shared her experience: 
I've had experiences where the teacher is almost too flexible. I didn’t feel I was 
getting enough structure... [Being] flexible means being able to just teach how I 
want and being able to make the decisions myself without the teacher minding 
what I do. I feel like that teacher did not care. She was not as into teaching really 
as some of my other mentors have been and she was not as passionate about the 
students. (ST: Victoria) 
Victoria’s experience was that her mentor teacher did not care too much about students 
and what she taught in the classroom and let her try out whatever she wanted to. She felt 
she did not acquire enough guidance in learning about teaching from her. 
In addition, Ruth illustrated her observation of the learning in the classroom: 
She (referring to the mentor teacher) doesn't differentiate almost anything and 
math. It’s a really big problem that many of the third grade teachers do. It’s a big 
issue because there are kids in my class who don't know their addition facts. 
There’s some thing that she does that I hope to do very differently. Ideally I 
would differentiate a lot of my instructions especially in math because our kids 
are all over the place and they're all doing the same worksheets and no wonder 
they don't get it. Some of them don't remember how to add and we're going on to 
percents. That’s something that she's not modeling for me the way I would want. 
(ST: Ruth) 
Ruth noticed that her mentor teacher did not differentiate instruction, a theory advocated 
by the program, even when some students were not catching up with learning, which 
bothers her. 
Maria, another intern, shared her experience: 
I felt like this semester she would try to sabotage the lesson and like everyone is 
on red, such a horrible morning. Nobody was doing anything this morning and I 
just looked at her and I am like, “Yea, it was so bad!”... My mentor teach that I 
have this semester wouldn't want me doing any of those things that she herself 
does. If' I were to do some of those things that she is doing, she would be very 
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quick to reprimand me. But because it's her and because she is doing it and she 
doesn't even probably realize she is doing these things now, its ok. (ST: Maria) 
Maria was disappointed with her mentor teacher in view of her poor classroom 
management and inconsistent professional behaviors. 
Below was the experience of Ruth, another intern: 
She is a little bit of a control freak... The teacher’s style of management worked 
for her but it's not at all something I'd want to copy. So it was really for me to 
work on my classroom management because I won't yell at kids. I will never get 
in somebody's face and yell at him or her, to try to intimidate him or her into 
doing his or her work. I might get angry. I might raise my voice, hopefully not. 
But I'm never going to scare kid into doing their work. So it was really hard for 
me to figure out how to manage the class in my own way when that s what they 
were used to. (ST: Ruth) 
Ruth did not agree with her former mentor teacher in classroom management and felt 
frustrated to have to find out her own style. 
Findings indicated that mentor teachers encountered difficulty working with 
interns who came with a variety of personalities, abilities and experiences. It could be 
disastrous when the mentor teacher and the intern conflicted in personality Following I 
used Dawn as an example to illustrate the point: 
From Zoe I didn't feel I got positive feedback. I just feel like when she had 
problem, she told me. And when I was doing ok, she never told me. I always 
felt... like I was always criticized...I think that's part of the tension our 
relationship was. I always felt 1 was waiting for her to criticize me. And I was 
always worried about how she's going to react to things... For example, during 
my lead week, there's a conflict between two kids and I was not sure what to do 
And it was escalated, and she was like you need to fix it. And... I don't know 
what to do. I already just did what I thought would just make a scene. It was a 
long scene... I was near tears. She was just like... it's your problem. You got to 
do it. (ST: Dawn) 
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In the first interview. Dawn captured moments of what happened in the classroom to 
describe that her mentor teacher did not give her positive feedback and did not support 
her when she needed it. 
Dawn further illustrated this relationship: 
My experience with Zoe... wasn't because of any lack of teaching experience or 
because of any lack of training. It was because of personality. And one of the 
positive experiences I am having now is based on personality a lot. A lot of 
clashes that occurred between Zoe and I was based on me not being ok with how 
she dealt with the kids... For example, she was trying to coach me to use my 
voice to show a lot of anger and to show will of disapproval with my voice and 
my appearance and she just shows this like hard notes like... 1, 2, 3. She was 
coaching me how to say in a stern, no nonsense way. That’s her style. And... I 
prefer to use a way that I don't need to show emotion. I need to say that the 
behavior is unacceptable. But I am not showing that you are a bad person with 
my appearance. I am not making you feel that you are guilty. What I want to 
make a kid feel is that was a bad choice, and I am going to help you to make a 
better choice next time. That’s how I want to treat a child.. .So there's tension 
and I try not to judge her and not to express all that... And I felt by the end I was 
treating kids that way... the last week when I was subbing there, it was such a 
nightmare. I found myself did anything that she did, slam the door, screaming all 
these things that I just never wanted to do. (ST: Dawn) 
Dawn realized that her philosophical disagreement with her mentor teacher's approach 
of treating students was the major cause that made her hold back from communication 
and that prompted the negative situation. 
Dawn continued to reflect upon this experience: 
If I had kept my mouth shut a little bit, maybe I would have got along with her 
better. To get along with a mentor teacher, I think asking for what you need is 
probably crucial. Here is something that I could have done that would have made 
my last semester. I think expecting that the person can take time to build a 
relationship. Being able to have the form for building that relationship, having 
the feedback, you need to have that time... as in our case, work-to-work is 
something that we can avoid. But I really feel that a huge amount of issues that 
we had was based on not having enough time to talk about anything and also 
taking in attitude. Taking the good and leaving the bad is important, too. That's 
what I ended up by the end of these experiences just draw on that kind of 
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philosophy. In any situation, everyone has good and bad with all that. (ST: 
Dawn) 
Through reflection. Dawn though of some steps that could have prevented the situation: 
a) she should have kept opinions for herself; b) the mentor teacher should have taken 
time to build the relationship; and c) both parties should not have held a grudge against 
each other. 
Another intern, Caitlin, also shared a problem she encounteied on the point of 
ability: 
I have heard among professors and staff of ECETEC to encourage the teachers to 
not be observing the whole time, but she never actually sat and watched in the 
room. I wish Claire was here, but at times I wish I knew what she would have 
done in that situation, because she is so trained to work with these ELL students 
and she speaks Spanish, I don't speak Spanish. Just this specific group, some of 
the students have only been in the US for about two months and they are pretty 
quickly tossed back into the classroom without any other extra support, not 
meaning that they are more fluent, not meaning that the help that they got 
outside of the classroom was actually helpful. But I have come a long way with 
using my body language, with my pacing, choosing my words, exactly taking 
advantage of student being able to translate for their peers, which I don’t really 
like to have to do to put that on them because that takes them away from their 
work... So I feel like in the setting it's not really practical to have the intern 
responsible for everything because the student ... don't do as well without hei 
support. So that’s a major problem that I had and my master teaching was lack of 
not necessarily support, but even observation, even just watching to see what 
was happening. (ST: Caitlin) 
In a classroom that needed special support in a second language that Caitlin does not 
speak, Caitlin wished that her teacher could have been there to support her through the 
master teaching even though the program did not require the mentor teacher to. 
Facing difficulties in working with interns who came with all types of diversity. 
Hannah, a mentor teacher, articulated her perspective: 
I also suggested getting mentor teachers together to talk about issues 
periodically. An invitation to a tea, you know, at the school of Ed... and come 
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and let's talk about mentoring issues because mentor teachers are never taught 
how to be mentors. You know we talked in the hallway among ourselves, what 
do you do if they do this or what do you do if they do that. But, you know, 
people have common strategies... what something you did, whether an intern 
didn't seem to be ready, how did you help that intern along, what something you 
did, you know sharing experiences, sharing problems, share tips how you do 
this. I mean the interns meet together. But we don't. So that was another 
situation... that hasn't happened here either. (MT: Hannah) 
Hannah suggested that the program assemble mentor teachers together periodically to 
talk about mentoring issues and to share common strategies so as for mentors to learn 
ideas from each other and to improve mentoring skills. 
Grace, a head TA and program supervisor, built on Hannah’s point: 
They are coming in at one level but they are hoping to get to a certain 
point...they want to see some sort of growth. And that growth that they are 
going to experience can only come from the support and those responsibilities... 
by the mentor teacher. They cannot get to that point without the mentor teacher 
fulfilling some of those roles that she or he needs to fulfill. (Head TA & PS: 
Grace) 
Grace believed that all interns were seeking professional growth in this experience but 
the goal could only be attained when mentor teachers were responsible and supported 
them the way they needed. 
In summary,, a rationale for mentor teacher development was formed based on 
issues and concerns of mentor practice. First, to address these concerns, mentor teachers 
need to acquire an array of strategies for effective mentoring. Due to lack of 
development, some mentor teachers utilized interns for wrong purposes, did not support 
interns the way they needed and were not able to discriminate mentoring quality. 
Findings indicated that there were contrasting attitudes toward mentoring between 
mentor teachers with and without prior preparation—mentor teachers with clinical 
supervision background were more analytical and objective in mentoring interns. 
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whereas teachers without a solid background in clinical supervision were more direct. 
Results also demonstrated that mentor teachers needed support from program 
supervisors and interns regarding program requirements and expectations, resulting in 
program supervisors and interns feeling burdened. Results suggested that mentor teacher 
preparation could serve as in-service professional development that involved theories 
advocated by the program, such as clinical supervision, constructivist lessons and 
formal assessments. 
Second, there also needs to be a platform of communication, supported by the 
following reasons. Findings indicated that mentor teachers needed to keep informed 
because the nature of the program which is evolving and changing yearly. Mentor 
teacher development, as the results demonstrated, could help narrow the gap resulted 
from public school reforms in recent years in preparing preservice teachers. Participants 
believed that mentor teacher development could help clear confusion about 
requirements and expectations through communication. 
Finally, mentor teachers need an arena for problem solving where people share 
and compare thoughts and ideas. Also, mentor teacher development would help mentor 
teachers to work in synchronization with the program. 
Mentor Teacher Development: Implication Plan of Action 
Interview findings indicated that three content areas emerged from the data to 
construct an implication plan of action for mentor teacher development. These areas 
included: a) learning about expectations, b) mentoring knowledge and c) experience 
sharing and problem solving. 
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Learning about expectations: Interview findings suggested that mentor teachers 
be informed about program philosophy and objectives. Hannah, a mentor teacher, 
elaborated on the point: 
I heard they changed the name about three times. Now it's gone from 
constructivist to collaborative. Nobody has told us that they changed the name. 
Does that mean that something fundamental has changed? And what would be 
good to have with the program? How does constructivism work in a standard- 
based curriculum, which is increasingly happening? So how do you reconcile 
those two points of view because it cannot be reconciled? If you have standard 
state assessment and you want to teach constructivist manner, can you reconcile 
those two issues? (MT: Hannah) 
Hannah was interested in knowing about the fundamental philosophy of the program, 
what the program expected to have in the classroom while many changes took place in 
the schools and how that could happen. 
Jay, a head TA and program supervisor, shared his perspective on the point: 
ECETEC really promotes multi-cultural education so if they’re going to promote 
it and have it on their mission statement, then this is something that needs to be 
addressed. You know, what is multi-cultural education? And the university 
really stresses social justice education so what does that look like ? And how can 
that be incorporated in the lessons? So... a session needs to be on what is 
ECETEC? What are the requirements? Breaking down these different areas, 
constructivism, understanding by design and clinical cycle model, multi- 
culturalism. Blooms taxonomy because that comes up a lot. (Head TA & PS: 
Jay) 
Delving into the mission statement of the program, Jay advocated that mentor teachers 
should know the program mission and requirements to support interns on the right track. 
Another head TA and program supervisor, Grace, elaborated her observation: 
If the teacher had a student teacher from Westfield or Highland College, 
whatever the case might be, they might not be aware of the changes that would 
come with the ECETEC students, the changes of responsibility that might come. 
These teachers need to be more informed. (Head TA & PS: Grace) 
Grace noticed the divergence in urban teachers’ knowledge about student teaching 
requirements and proposed updating their understanding ot the program. 
Aside from program goals and objectives, findings indicated that there were two 
types of expectations - one was mentor expectations of interns, the other was program 
expectations of mentor teachers. Hannah, a mentor teacher elaborated her perspective: 
You set somebody up to fail if you don't tell them what your expectations are. I 
even give interns a sheet of my expectations (that says) when I expect you to be 
here, you turn your cell phone off, you are going to be writing lesson plans, and 
don't make doctor or dentist appointments during the school day, because 
teachers don't do that. I hand it to people when I interview them and say, “You 
need to know this that you have the programmatic expectations, but these are my 
expectations as well.” I think being clear helps. If you are not clear you have 
only yourself to blame. (MT: Hannah) 
Giving interns behavior expectations upfront, Hannah believed that appropriate 
expectations communicated in the beginning helped interns behave properly in the 
classroom. 
Susan, a program supervisor, built on the point: 
I’ll give them a lot of guidelines about that you are a guest in this classroom, you 
have to go along with the way things are done. On the other hand, once you learn 
the way things are done take some initiative. Don't always sit back and wait for 
direction. Use your good strong instincts about kids and classrooms to do what 
feels right and not always wait for direction. (PS: Susan) 
Susan suggested that mentor teachers give interns expectations of appropriate behavior 
as a guest and communicate to interns about progressive duties in the classroom. 
With respect to programmatic expectation, it helped interns when mentor 
teachers were clear about progressive mentoring responsibility. Ruth had this 
experience: 
What my mentor teacher has done this semester that’s really helped me. She 
gave me a lot of gradually increasing responsibility in the classroom. At the very 
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beginning of the semester she introduced me as a student teacher to learn to be a 
teacher. Every week my responsibilities got a little more, and by the time I 
started my aid teaching, it was no problem. I started out doing a spelling pre-test, 
then I did handwriting letter, and then she just gave me a math unit and I taught 
an entire math unit starting my third week of being in there. Before I was 
teaching my own lessons, I was helping. I wasn’t just sitting in the back 
watching. I was going around and working with kids one-on-one with their 
writing and with their reading comprehension questions and things like that so 
she really got me involved very early on with real responsibility... It’s not just 
that she’s giving me the responsibility, but it’s supervised responsibility. So if I 
were a mentor teacher, I would just try to be extremely attentive, not just to my 
eighteen kids, but to my intern too because that’s really helpful. (ST: Ruth) 
Ruth benefited from her teacher’s gradual release of classroom responsibility. She 
started little and gradually increased classroom responsibility. Once she had to lead 
teach, she had the confidence to take charge of the classroom. 
Victoria had a different experience: 
I would really... encourage them to take risks. When they’re doing their lead 
teaching, don’t constantly be there, be there for some of the time, but then 
another part of the time, let them be there on their own and see how it goes. 
Modeling is important, especially in the beginning is important. So show them, 
doing all the correct things that you want them to learn from teaching. (ST: 
Victoria) 
Based on her own experience, Victoria suggested that mentor teachers be willing to 
allow interns to take risks and model good teaching to them. 
Dawn, another intern, shared her experiences: 
How would they have been able to just guide them like that? Maybe what 
ECETEC could do is have a model like a timeline but also point out that this 
timeline is variable and say that some people need more time to be observing 
and learning from the teacher, and less time doing even though I know the actual 
instructing is so valuable. But if that mentor teacher is forcing you to launch 
from then, this is something ECETEC could have a hand in to see. And she 
really expected that I would be functioning as a second independent teacher in 
the room. To me, that was just not enough support. So expectation along the line 
is something that ECETEC could lay out more explicitly... Even though I have a 
wonderful relationship with my mentor teacher this semester, when we were 
trying to discuss the different streams of lead teaching. Lead Teaching from my 
understanding is more support from her in terms ot curriculum development, she 
left that clear to me. It would be more effective if we were doing it together. I 
didn't feel that a collaboration again. I felt my week goes pretty much in isolation 
to the last of the program because of the fact that I wasn't planning with her. So 
maybe ECETEC could help mentor teachers to see that. (ST: Dawn) 
Dawn experienced a less desirable internship last semester as her teacher's timeline lor 
releasing responsibility was not gradual but demanded her to dive in early on without 
sufficient modeling as supportive input. This semester, despite a positive relationship 
with her mentor teacher, collaboration was not there. 
According to the program documents, expectations of mentor teachers were laid 
out in the handbook, yet findings indicated that not all mentor teachers were clear about 
what program expected of them and what they could expect of interns. Take Dawn’s 
mentor teacher as an example. Dawn’s mentor teacher had had interns from various 
programs, “...So she doesn't know it that well because she had other experiences to 
blend together.” 
Maria, another intern, commented on the point: 
Mentors need to understand what their role is as a mentor, what goals ECETEC 
have for the student teacher/mentor relationship, because they have you do a lot 
of things that are very meaningless. What kind of goals the program has for us 
and what standards they have for us that we are going to be doing more than just 
photo copying papers... (ST: Maria) 
Maria realized that sometimes mentor teachers were not clear about the purpose of their 
role and used their interns in the wrong purposes. 
Becky, a mentor teacher, shared a different perspective: 
It would be very beneficial that we know what we should be touching on and 
introducing for them and modeling for our students. I am not really sure that I 
am giving Reese everything when she needs to go off on her own in a couple of 
months. So I would wholeheartedly agree that we could use some training before 
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this. It would help us to make sure that we are here for educating our future 
teachers in the right paths. (MT: Becky) 
Becky was not sure whether she supported her intern everything for her future career 
and yearned to learn more from mentor development opportunities. 
Harry, a program supervisor, had an intern, whose difficulty was like this: 
Her mentor teacher was worried about the curriculum instruction; not thinking 
about that this should be the intern’s turn to lead the lesson... So again, it’s 
difficult to juggle what is the priority all these times... (PS: Harry) 
Harry realized that the intern's issue with her mentor teacher was that the teacher was 
concerned about curriculum rather than the intern’s opportunity to teach. 
Realizing the concerns, Grace, a head TA and program supervisor, proposed that 
mentor teachers “need to be open minded to having an intern in their classroom. They 
need to accept the intern as is and train them and guide them to get to the next level.” 
Mentoring knowledge: Findings indicated that it was essential that mentor 
teachers learned about mentoring strategies to effectively support interns. Hannah, 
though a veteran mentor teacher, expressed her craving for learning more about 
mentoring: “I would love to have an opportunity to think about the practice of 
mentoring. What does that mean to mentor somebody? What are things that are proven 
effective?” 
Another mentor teacher, Becky, stated. 
It would be nice to know what classes they are taking. We have been in 
disconnection. If I knew what she was studying I could even give her some 
feedback from something that I have experienced or written about. Working 
together for being co-teachers in that respect, they need to think about maybe 
giving us some prior training. (MT: Becky) 
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Becky noticed that she and her intern were disconnected in the sense that she did not 
kwow what the intern was learning, which she suggested to have some input from the 
program. 
According to Susan, a program supervisor. 
Some of the principles of clinical supervision, the whole idea of not being too 
didactic, but you actually helping the intern to self discover and to establish 
goals and strive for those goals and then reflect on their own sense of 
accomplishment with those goals. So be a facilitator more than just dictating the 
way it should be. And even though we all believe that we need to be reminded 
sometimes, that's the best way to mentor. (PS: Susan) 
Susan believed that clinical supervision supported the essence of mentoring and 
suggested that mentor teachers be equipped to be a reflection facilitator rather than a 
dictator. 
Findings indicated that the lesson plan is a critical element in student teaching. 
According to the program handbook, interns were required to write a lesson plan lor 
each lesson observed. In the beginning of the year, nonetheless, it could be challenging 
for interns to construct a lesson plan. Sophie, for instance, had this experience: In the 
beginning I didn't know how to write up a lesson plan. That was all new to me. So 
maybe having a teacher to guide me how to even come up with the lesson.” 
Mentor teachers, however, might not be able to advise interns how to put a 
lesson together using the program lesson plan, either. Becky confessed on the point: 
I am not even sure what constitutes a lesson plan today for ECETEC. So it 
would be nice for me to know what is expected in lesson plan. Because I work at 
the lesson plan and I think this is wonderful. Mine doesn't look like that. They 
put a lot of thought into their lesson plans. (MT: Becky) 
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Becky admired the program lesson plan as she noticed that it was well thougt out. 
However, she did not know how it was constituted and what was expected in the lesson 
plan and wished to learn more about it. 
Cathy, a program supervisor, commented on the point: 
It's important that mentors are reading all lesson plans. It's not so much trusted. 
But someone has to make it happen... I like to see changes be adding 
manipulatives, for example. But if something important is missing in the lesson 
plan, I want to point it out by saying that I noticed that something important goes 
out of the lesson. Then I want to know what she was thinking. (PS: Cathy) 
Cathy noticed that some mentor teachers were not reading lesson plans and argued that 
mentor teachers should point things out for interns or ask interns questions when 
reading lesson plans so as to help them think. 
Grace, a head TA and program supervisor, had this to say on the point: 
It would save the confusion. It would save so much time after that... What did 
the teachers think about these long drawn out ECETEC lesson plans?... But the 
experiences they had allow them to have explored up here. So they don't 
necessarily need to write the paper. But as an intern, someone who is learning 
the process, you probably need to see it on paper... But I would love to see them 
pulling out documents that we use. I mean it's a necessary type of formal and 
informal observations. It's very necessary. (Head TA & PS: Grace) 
Believing that it would save confusion and time if mentor teachers learned about the 
lesson plan, Grace promoted that mentor teachers should be given opportunity to discuss 
what they think about the lesson plan. 
Findings from interviews indicated that mentor teachers’ knowledge about 
interns’ emotional needs impacted on the mentor/intern relationship. Student teaching is 
a challenging life phase for an intern. Dawn’s experience provided a snapshot of a 
mentor/intern relationship: 
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Spring came in and said that I want you to know that my Para and I are co¬ 
teachers. You are the little man that is on the totem pole and you are the woman 
that put out the trash, which I don't mind because I do feel about it. I am the 
intern and I am the little man on the totem pole, an expression that you are the 
bottom one of the ladder, because I expected that as an intern. (ST: Dawn) 
Dawn's mentor teacher was explicit about the low position of an intern in the 
classroom, which set the tone of how her teacher related her in the classroom power 
dynamic. 
Two other interns, Sophie and Ruth, shared their experiences about how they felt 
as interns and how they felt being addressed “Miss.” Below were the exceipts: 
The girls were taller than me; the boys were taller than me. It was just 
intimidating; they looked down on me... It was my first time that they called me 
Miss Brown because I had else call me Sophie in my classroom. So that was the 
first time I heard Miss Brown and it was weird. But I mean, I kind of like it. It 
sounds like more respectful. (ST: Sophie) 
She always refers to me as Miss Robertson and I really like that. She expects me 
to be professional, she expects the kids to know that I'm a professional and it’s 
just worked out very well. I would give interns their own space that isn't just 
like a shelf in the closet, because it just makes you feel like a part of the 
classroom. It makes you feel like a teacher. (ST: Ruth) 
Findings indicated that mentor teachers’ knowledge about interns’ background 
in ability, culture, personality, experience, and learning or teaching styles helped mentor 
teachers better support interns. Jay, a head TA and program supervisor, commented on 
the point: 
Maybe skills on how to work with an intern who just doesn’t work well or who 
is just not as open, maybe is soft spoken, or doesn't seem to care as much. 
Sometimes it’s cultural and the mentor just doesn’t understand that. Personality 
is really an important thing. Maybe to figure out how you train somebody so that 
they're prepared to work with people with different personalities. (Head TA & 
PS:Jay) 
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Jay recognized the issues of personality and cultural differences and stressed the 
importance that mentor teachers be prepared to support interns with various differences. 
Susan, another program supervisor, had a comment on the point: 
To know that they come with different levels of experience doesn’t mean they 
are not going to get there eventually. Recognize that there are different learning 
styles among these graduates. They are very young very often. We have had a 
few who are older, much older. To mentor has to deal with those people 
differently too. And think of them as having the diversity of the kids in your 
classroom. (PS: Susan) 
Susan observed that interns came with diverse background in teaching and life 
experiences as well as in age. She proposed that mentor teachers should understand and 
support accordingly. 
Victoria articulated her perspective: 
There’s that balance there between flexibility and the knowing what is good and 
what is not and I think it has a lot to do with teaching styles. As I said, there are 
different teaching styles. It's the reality with different teachers and it’s which 
one you kind of fit the most with what your methodology is and what theirs is. I 
think ... if you agree with something that a teacher is doing or it’s not 
necessarily your style, but they’re trying to make it your style, that’s when you 
have a conflict... I would want to try to be flexible about their own teaching 
styles and recognizing the differences there and not trying to conform them to be 
exactly like my teaching style. (ST: Victoria) 
Based on her own experience as an intern, Victoria stressed the balance of recognizing 
interns’ teaching styles and being flexible about them. 
Another intern, Maria, had a positive experience on the point: 
When I was working with Leon, he seemed like he understood. They have you 
do a lot of things that are very meaningless, things that when you become a 
teacher you are not going to do and he understood that. He understood that even 
though I have a lot of work from ECETEC that I still had to get it done. But 
don’t stress out about it and he seems like really understanding about it. (ST: 
Maria) 
Maria appreciated that her mentor teacher understood her pressure from the program 
requirements and encouraged and supported her constantly. 
Dawn provided a suggestion on the point: 
1 think that some advice about being... a mentor teacher could be good...I guess 
it's hard for me to talk about this because I was biased about this situation 
because my relationship with Zoe. And I would want to say that they should tell 
her that she needs to be supportive. I know she knows this thing. It’s just like a 
degradation of that relationship that occurs. Cause I know that she knows that 
she should be give positive along with negative feedback. And that she should 
be providing models and resources. I mean these sorts ol things she knows... But 
if ECETEC has more explicitly saying that they need to be modeling things, not 
just expecting them to already know all necessarily. (ST: Dawn) 
Having a negative relationship with her mentor teacher. Dawn suggested that the 
program give mentor teachers some explicit expectations to support interns in aspects, 
such as providing positive feedback, modeling and resources. 
Experience sharing and problem solving: Findings from interviews indicated 
that there were calls for opportunities to share experience and problem solve with 
mentor teachers. As Susan, a program supervisor, put it: “It's... the opportunity for 
experienced teachers to share perspective and strategy.” 
Marla and Hannah, mentor teachers, proposed the agenda for this occasion: 
How are things going? What can we do? Is there anything [that] needs advice on 
or help on or clarifies expectation ? Even if we are just mentor teachers reading 
together to discuss what works for them, what is not working, any suggestion. 
(MT: Marla) 
You are training interns in a particular way of the classroom management and 
yet you are putting them in classroom where that is not what's going on. Maybe 
we just sit down and talk about this. Share experiences, share problems, share 
tips how you do this when especially there is a problem. How do you help 
somebody if they are having difficulty ? When do you know to bring somebody 
in from outside or back from the program ? How do you access that help for ? 
How do you help somebody who is struggling? It set something up where there 
were conversations among teachers about the mentoring experience. I would be 
159 
very interested in meeting with my colleagues from the urban areas, because we 
never have a chance to talk to them. Also there is a lot of literature out there 
about the mentoring process and about practicum policies around mentoring, 
let's read this article and let's go back and talk about it in three weeks or 
whatever. (MT: Hannah) 
Both Marla and Hannah proposed that the occasion be a time to reflect upon practices - 
to share mentoring experiences, problems and tips and to read about relevant theories 
and literature. 
Nancy and Grace, head TAs and program supervisors, also promoted their ideas: 
What the mentor teachers' expectations are and what their background 
knowledge is and their experience is and why they're doing this. Then giving out 
the handbook, going over it, having, looking at the forms, giving them a chance, 
giving them a number where they could reach someone if they have any 
questions between that time and when school started. And then throughout give 
them the opportunity to collaborate with other mentor teachers, to collaborate 
with other interns and other program supervisors and it could be more informal. 
Where they thought their strengths were as educators, where they felt their needs 
were as educators, their past experiences being a mentor or possibly being an 
intern themselves, and what their expectations were of the program, training 
needs to be developed off of that. (Head TA & PS: Nancy) 
There are probably more constructivist teachers there today than behaviorist. But 
it would be quite interesting to just ask teachers what their overview is about 
that, especially in their own classrooms. (Head TA & PS: Grace) 
Nancy and Grace suggested that it be an opportunity for sharing experience and 
knowledge and an opportunity for collaborating how to support interns. 
hi summary, an implication plan of action for mentor teacher development 
included learning about expectations, mentoring knowledge and experience sharing and 
problem solving. First, it was suggested that mentor teachers be informed with program 
philosophy and objectives in order to effectively mentor interns. Mentor teachers should 
also learn two types of expectations—mentor expectation of interns and program 
expectation of mentor teachers because appropriate expectations communicated in the 
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beginning helps interns behave properly in the classroom and it helps support interns 
effectively when mentor teachers are clear about progressive mentoring responsibilities. 
Second, mentor teachers should be informed of mentoring strategies, such as clinical 
supervision, the elements of the lesson plan, the knowledge about interns emotional 
needs, and the knowledge about interns’ background in ability, culture, personality, 
experience and learning or teaching styles. Finally, the program should provide 
opportunity for mentor teachers to collaborate and share mentoring experiences, 
problems and tips, and to read about relevant theories and literature. 
161 
CHAPTER 5 
PROGRAM SUPERVISORS 
Chapter 5 concentrates on program supervisors. The research questions 
addressed in this chapter are - a) To what extent does a program supervisor help 
preservice teachers’ development during student teaching? b) How does a program 
supervisor learn his/her role? 
How Program Supervisors Helped Interns During Student Teaching 
This section reports the results about how program supervisors helped interns 
during student teaching. Interview findings are categorized into two areas: a) the 
influences of program supervisors during student teaching and b) the roles ol program 
supervisors. 
The Influences of Program Supervisors During Student Teaching 
Findings from the survey regarding rating program supervisors' helpfulness to 
interns learning to teach (see Table 11) indicated that 10 supervisors (83.4%), 37 mentor 
teachers (74%), 35 interns (67.4%) rated that program supervisors were always/usually 
helpful. On the other hand, 2 program supervisors (16.6%), 14 mentor teachers (26.0%), 
and 17 interns (33.6.0%) rated that program supervisors were sometimes/seldom/not 
helpful or were not sure. The findings indicated that most participants considered 
program supervisors helplul on this point. The lindings also revealed that a consideiable 
number of interns (1/3) believed that program supervisors did not help much in their 
learning to teach. 
Table 11 
Rating on Program Supervisors' Helpfulness to Interns Learning to Teach 
Program Mentor Student 
Supervisors' Teachers’ Teachers’ 
Frequency Percent Frequency Percent Frequency Percent 
Always helpful 2 16.7 22 44.0 19 36.6 
Usually helpful 8 66.7 15 30.0 16 30.8 
Sometimes helpful 1 8.3 9 18.0 9 17.3 
Seldom helpful 0 0 0 0 3 5.8 
Not helpful 1 8.3 1 2.0 5 9.6 
Not sure 0 0 3 6.0 0 0 
Total 12 100.0 50 100.0 52 100.0 
Findings from the survey regarding rating program supervisors' helpfulness to 
interns learning about clinical supervision (see Table 12) indicated that 9 program 
supervisors (75.0%), 38 mentor teachers (76.0%), and 23 interns (44.3%) rated that 
program supervisors were always/usually helpful. The findings indicated significant 
discrepancies between the perceptions of interns and those of program supervisors and 
mentor teachers. While most program supervisors (3/4) and mentor teachers (3/4) 
perceived that program supervisors helped interns in implementing clinical supervision, 
less than half of the participated interns supported this perception. 
Further, 3 program supervisors (25.0%), 12 mentor teachers (24.0%), and 36 
interns (55.7%) rated sometimes/seldom helpful or not sure. The results from interns’ 
responses indicated a high degree of doubt about program supervisors’ influences on 
their learning about clinical supervision, which went against the result from my pilot 
study a year before, which indicated that program supervisors were significantly helpful 
on the point. 
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Table 12 
Rating on Program Supervisors’ Helpfulness to Interns Learning about 
Clinical Supervision 
Program Mentor Student 
Supervisors’ Teachers’ Teachers’ 
Frequency Percent FrequencyPercent FrequencyPercent 
Always Helpful 7 58.3 21 42.0 16 30.8 
Usually Helpful 2 16.7 17 34.0 7 13.5 
Sometimes Helpful 2 16.7 3 6.0 2 3.8 
Seldom Helpful 1 8.3 1 2.0 5 9.6 
Not Sure 0 0 8 16.0 22 42.3 
Total 12 100.0 50 100.0 52 100.0 
Findings from the survey regarding emotional support from program supervisors 
(see Table 13) indicated that 9 program supervisors (75.0%), 34 mentor teachers 
(68.0%), and 34 interns (65.4%) rated that program supervisors were always/usually 
helpful. Additioanlly, 3 program supervisors (25.0%), 16 mentor teachers (32.0%), and 
18 interns (34.6%) rated that program supervisors were sometimes/seldom/not helpful 
or not sure. 
Table 13 
Emotional Support from Program Supervisors 
Program Mentor Student 
Supervisors’ Teachers’ Teachers 
9 
FrequencyPercent FrequencyPercent FrequencyPercent 
Always Helpful 5 41.7 17 34.0 21 40.4 
Usually Helpful 4 33.3 17 34.0 13 25.0 
Sometimes Helpful 1 8.4 11 22.0 5 9.6 
Seldom Helpful 1 8.3 0 0 6 11.5 
Not Helpful 0 0 0 0 7 13.5 
Not Sure 0 0 5 10.0 0 0 
Missing 1 8.3 0 0 0 0 
Total 12 100.0 50 100.0 52 100.0 
The results indicated that most program supervisors (more than 2/3) were 
considered to be able to support interns emotionally. In comparison, more program 
supervisors were confident that they helped interns emotionally than mentor teachers 
and interns were. 
Findings from interviews indicated that interns by and large had positive 
comments and assumptions on their program supervisors’ performance. As Victoria, 
one of the interns, put it: “I feel that they were prepared pretty well. They have a good 
knowledge of what to look for. That could also just come from theii experience of 
teaching, so they have a good base knowledge of that.” 
Another intern, Ruth, stated, “She's doing it really well so I guess she's prepared. 
I don't know how she got prepared probably because of her own background as a 
teacher... She’s been really helpful so I guess that means she's prepared, right?” 
Another intern, Dawn, supported the point: 
Barbara was very well prepared. Melody is sometimes a little bit like less 
prepared. But when she doesn't know, she will get back to me. And both are 
prepared. It's obvious to me that not only through Barbara but Melody how much 
I learned communication with each other. So I leel [they] all know what's going 
on when a lot of times we don't know what's going on and our teachers don't 
know what's going on. It's very much appreciated. That's for sure. There's so 
much lack of communication of the program. That's what people number one 
complaints about this year. There's so much with communication. But you guys 
are always [aware of] what is going on and [if] you weren't able to answer us, 
you will get back to us. That was the most appreciated. I had very satisfactory 
experiences in both semesters... (ST: Dawn) 
Dawn expressed her satisfaction with her program supervisors in both semesters that she 
learned from the communication with them. 
Drawing from their own experiences working with program supervisors, many 
mentor teachers had positive comments on program supervisors. For example, Courtney 
stated. 
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The people that I have seen I have found them very well prepared. They really 
know what they are looking for and they seem to have the best interest in what 
they are doing for their students. It’s a lot of work on them. They are the ones 
writing the recommendations and doing the PPA and have to put everything 
together. It does take thought and time. The two that I have worked with I tound 
were very well prepared. (MT: Courtney) 
Courtney believed that the program supervisors she collaborated with placed their best 
interest in interns and were well prepared. 
Leon described his satisfactory experience working with program supervisors: 
All of the supervisors are able to engage in a positive, constructive, yet talking 
about areas of weakness and looking at them as areas to grow and framing it in a 
positive way and moving people in a positive direction. I have not run into 
anyone who has been afraid to level what's going on positive and negative and 
move accordingly. I haven't had any really difficult situations. And that always 
makes it easier. From my perspective people are coming very well. (MT: Leon) 
From Leon’s perspective, all program supervisors he worked with over the years were 
able to engage interns in positive and constructive conversations on areas of strengths 
and areas for improvement. 
In summary, survey findings indicated that, in all the areas that were used to 
examine the influences of program supervisors during student teaching, program 
supervisors were considered positively influential by approximately averaged two thirds 
or above of the respondents in each area. One phenomenon that was remarkable about 
the finding was that only 2/5 of interns considered program supervisors helpful in 
learning about clinical supervision. This result contradicted the findings in my pilot 
study last year that showed that program supervisors were very helpful to interns 
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learning about clinical supervision. 
Findings from interviews revealed that most interns and mentor teachers had 
positive feedback on the performance of program supervisors. They believed that 
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program supervisors were prepared, had the best interest in what they were doing foi 
interns, and engaged interns in positive and constructive conversations. 
The Roles of Program Supervisors 
Findings from interviews indicated that the way the program involved program 
supervisors in supporting the student teaching experience created enormous complexity 
to the role. Even though program supervisors were provided a list of basic 
responsibilities, according to program documents, oftentimes the role in reality was not 
fixed. It was usually defined by who enacted the role, how much people needed the 
support, how interns and mentor teachers interpreted it, where they were performing the 
role, and even according to when the program needed to perform it the way it should be. 
The comment of Cathy, a program supervisor, provided a banner headline for this role: 
“I know we all do it differently. Everyone does it the way that should be done.” 
This was where the challenges were for the role. One supervisor could 
emphasize more on this, another on that. One mentor teacher could expect more on this; 
yet another that. One intern might feel this was more crucial for him/her, whereas 
another might not. As Susan, a program supervisor, put it: 
This is a kind of job you are just learning along the job. It's not a typical job. 
Everything there is confusing. And that's still challenging... This is a strange job. 
There is no solution to it. The program supervisor is the trickier role to define. 
(PS: Susan) 
Becky’s comment from the perspective of a mentor teacher supported the point: 
“The role of a program supervisor is guidance, a mentor, a resource, and a confidant. 
Also these kids are away from home, so you got another role too - a mom.” 
The comments below provided another perspective from a program supervisor: 
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I went from being a resource person to being a teacher, an observer, a supervisor 
an evaluator, a liaison, and a supporter. So my role has drastically changed...We 
do lots of things. I teach lesson planning and I teach professionalism. I used to 
model it but now I feel as though I need to articulate it and teach it to 
individuals. I'm assessing and evaluating their written work. I'm observing and 
collecting data on their work. I'm their career counselor where I'm helping them 
with their job searches and resumes and portfolios and reference letters. I'm an 
evaluator because I'm going to be asked to judge and evaluate their PPA work. 
Now my job began to be collecting assignments and to be giving feedback 
lesson plans that I wasn't observing but that they were teaching. So that became 
a new part of my job. (PS: Debby) 
Debby viewed her role as a composition of multi-functions. She also realized that her 
role was defined by the change of the program as well as the needs of individual interns. 
Susan, another program supervisor, echoed the point: 
At times they called us resource people. We should serve as a resource and not 
the supervisors, not evaluators. But we always were in reality. Some ways we're 
mentors, but we are not there as much and we are not modeling the instructions 
like the classroom teachers. In some ways we are facilitators of their own sell- 
reflection. And we own resources. I will give that information to my student and 
sometimes even to the mentor teacher. We also are links between the university 
and the field. We help the student juggle the realities of having to fit into a place 
where they may not always fit in perfectly. We help because we are on their side. 
I also try to inteipret what they need to do for UMass. [My role is] part councilor 
and part parent. It’s a very stressful time [for interns]. I’m a councilor because 
they don't have to have everything to figure out, and part parent because I have 
the luxury of caring a little bit in the way that maybe professors can't. I am part 
of the system. (PS: Susan) 
Susan realized that her role as a program supervisor was hard to define. The role was 
multi-directional, such as working with interns and mentor teachers, for the university 
and the schools; and multi-functional, such as being resourceful and evaluative, 
mentoring and counseling. 
When talking about the importance of program supervisors, Cathy, a program 
supervisor, sarcastically stated, “That probably is the most dispensable. No, that would 
be from interns’ perspective. I think we really are important because we aie bridging. 
We are making sure all pieces are indeed getting in place in one way or another. 
Kay, a mentor teacher, supported Cathy’s point: “I would not eliminate the 
supervisor. We need that. Somebody needs to be here fiom the university. I think that s 
very important.” Additionally, Ruth echoed the point from the perspective as an intern: 
“One person is never going to be right all the time. Sometimes you just need to balance 
out what two people have said and come up with your own understanding of the 
situation.” 
Findings indicated that program supervisors complemented mentor teachers to 
make sure that the field was functioning properly for interns and the program. As 
Debby, a program supervisor, put it: 
If the program supervisor were missing, it would really depend on the mentor 
teacher, how strong the mentor teacher was and how positive the relationship 
was. If the placement is very strong, program supervisors need to be in place but 
their roles don't have to be as large. (PS: Debby) 
Debby’s comment indicated that program supervisors offered support according to the 
needs and relationship of mentor teachers and interns. They provided interns with 
supplementary support when mentor teachers were not strong enough. 
Observing from the perspective of a mentor teacher, Hannah commented on the 
point: “Some interns have expressed dismay at their urban placements. Program 
supervisors... would be able to advise and help their interns far more than not being 
there.” 
Nancy, a head TA and program supervisor, also shared her perspective: 
Once I have a better feel for how they work and their thinking as an educator to a 
certain degree and the culture in the classroom, I need to follow that lead and 
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reevaluate my position and see how I can combine the two. I do what I need to 
do and meet those expectations and relay what the teacher needs to do respecting 
her beliefs and the way she works, with the idea of creating a situation that's 
going to be most beneficial for the intern. (Head TA & PS: Nancy) 
Nancy was cautious and constantly reevaluated her role and changed according to the 
teachers she worked with in the classroom so as to better serve interns. 
Generally speaking, the role of program supervisors in ECETEC was functional, 
supplementary, and service-oriented. Specifically, the facets of the program supervisor’s 
role could be illustrated through the analogies, each of which provided a certain 
attribute and collectively they formed a fuller and richer portrayal of the role. These 
analogies were listed in Table 14, according to the descendent number counts of the 
total participants whose viewpoints were related to the specific analogy. The analogies 
consisted of a cheerleader, an assistant coach, a tour guide, a liaison/middleman, an 
owl/a mentor, a bridge, a boss, and the bottom of the food chain. 
Table 14 
Number Counts of Participants for Each Analogy of Program Supervisors 
Counts of 
• 
Analogy PSs 
(N=8) 
MTs 
(N=7) ^
 
% 
II 
H
 
O
C
 
C/
5 Total 
N= 23 
1 A Cheerleader 8 7 5 20 
2 An Assistant coach 6 5 6 17 
3 A Tour Guide 5 5 3 13 
4 A Liaison/ Middleman 6 3 2 11 
5 An Owl/ A Mentor 3 2 4 9 
6 A Bridge 5 3 1 9 
7 A Boss 5 2 1 8 
8 The Bottom of the Food Chain 3 2 0 5 
* PSs= program supervisors MTs= mentor teachers STs= interns 
N= Number 
Findings from the table indicated most program supervisors believed strongly 
that their role was like a cheerleader (8/8), an assistant coach (6/8), a liaison/middleman 
(6/8). Then many considered that their role was like a tour guide (5/8), a liaison or 
middleman (5/8), a bridge (5/8) as well as a boss (5/8). Some felt they were like an 
owl/a mentor (3/8) and the bottom of the food chain (3/8). 
All mentor teachers (7/7), on the other hand, believed that program supervisors 
played the role as a cheerleader. Many mentor teachers relied on program supervisors to 
be an assistant coach (5/7) and a tour guide (4/7). Additionally, some regarded program 
supervisors as a liaison (3/7) or a bridge (3/7). Lastly, very tew compared piogram 
supervisors to a mentor (2/7), a boss (2/7) or the bottom of the food chain (2/7). 
With respect to interns, many of them viewed the major role of program 
supervisors as an assistant coach (6/8) and a cheerleader (5/8). A half ot them took 
program supervisors as mentors (4/8). A few took program supervisors as a tour guide 
(3/8) or a liaison/middleman (2/8). Very few interns considered program supervisors a 
bridge (1/8), a boss (1/8), and the bottom of the food chain (0/8). 
Findings demonstrated that the most outstanding feature of program supervisors’ 
role was a cheerleader and that the feature of an assistant coach came second, which 
interns (6/8) supported the most compared to the others. Findings also revealed an 
interesting phenomenon regarding the analogy of an owl/a mentor as opposed to the 
others: while program supervisors did not think much of mentoring as their role, interns 
considered it the third important role for program supervisors. 
In comparison, collectively, more program supervisors considered each feature 
of their role more significant than mentor teachers, and more mentor teachers than 
interns, except the feature of being a mentor. This declination of recognition indicated 
that the judgment of each party on the importance of program supervisors’ roles was 
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closely related to the degree of each party's understanding of the tasks that program 
supervisors took on. Program supervisors knew the importance of their roles and 
focused their efforts on them in the field, while mentor teachers considered supporting 
interns to meet university requirements while focusing primarily on their own students 
and interns took themselves as the focal attention more often and were not viewing 
things holistically. Following was the detailed illustration of each analogy. 
A cheerleader: Findings indicated that program supervisors were considered as a 
cheerleader in preservice teacher education. As Joy, a mentor teacher, put it: “A 
program supervisor certainly has to play that role between a cheerleader and a cheer 
leading coach...” Also, Debby, a program supervisor, added, “I’m someone there to 
support what the intern needs, to support what the mentor teachers need, and to 
communicate.” In the sense of being a cheerleader, program supervisors supported not 
only to interns but also to mentor teachers emotionally and substantially. 
Melody, a program supervisor, supported the point: 
In this particular instance, I was also talking a lot with the mentor teacher about 
this. The mentor teacher says, “I don't know what to do.” I said, “Neither do I. 
But here I am. What would you like me to do?” The teacher wanted me to be in 
the classroom more and I supported the mentor teacher... (PS: Melody) 
Melody supported mentor teachers through communication as well as through doing 
whatever the mentor considered needed. 
Two program supervisors shared their experiences: 
That’s kind of what I got hired to be the shoulder to cry on. It's an intense 
experience. It’s almost better served for it to be done out of the school context, 
which doesn’t mean that there’s no valid in being in the classrooms more. (PS: 
Harry) 
That is a piece of it, emotional support. We're throwing them into these schools. 
A lot of times they're not going to get along with supervising practitioners or 
other people. I like to think of it as, “Great, this is great practice for life because 
I guarantee you there's going to be some school you work in where you do not 
like everybody. Let’s think of strategies on how to deal with this...?” (Head TA 
& PS: Nancy) 
Being a cheerleader, Harry and Nancy supported interns emotionally either in the school 
or out of the school context and provided them with some encouragement to face 
difficulties at schools. 
Reese, an intern, supported Nancy’s point: 
When you are having trouble and you are emotional and you call your 
supervisor, sometimes they will give you advice about how you should have 
thing in what kind of professional ways you have. I don't see program 
supervisors pretend what I am not. I feel comfortable that they say look at this 
without having to be perfect. (ST: Reese) 
Reese believed that when interns had trouble or were emotionally disturbed, they would 
turn to program supervisors for support and that program supervisors would provide 
needed support without being critical. 
Findings indicated that program supervisors tried to support interns according to 
their needs. Take Cathy for example: 
The other way I support is I am flexible with deadlines and I am flexible with 
situations. Something that is coming up, like an intern whose mother is very 
sick, I just say that any problem can be worked out... I wanted her to know that 
it was supported and we will find a way to work it out. (PS: Cathy) 
Cathy was flexible with deadlines and schedule when something unexpected came up to 
interns. Cathy believed it important that program supervisors made sure that interns 
were supported. 
Sophie had a hard time with her mentor teacher in the first semester. Below she 
described how her program supervisor supported her: 
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She was the one that gave this mentor teacher to me. She said, “1 don't know if I 
have any power, but I am just going to push for her.” I was really grateful that 
she knew what I needed. She let me do it. She didn't like to let me drown. (ST: 
Sophie) 
Knowing that Sophie needed a special support from a mentor teacher, Sophie’ program 
supervisor made an effort and placed her with a supportive teacher that she knew of in 
the second semester. 
Jay, a head TA and program supervisor, shared his experience: 
I very rarely go into a classroom without consulting the intern first. I always say, 
‘I want to come in. Is it okay? Is there time that works best for you ?” I don't 
want my presence being threatening. I want it to be more of a supportive role. 
(Head TA & PS: Jay) 
Realizing that his presence in the classroom might add pressure to interns. Jay consulted 
interns about times for visits. 
Findings indicated that program supervisors tried to build a positive relationship 
with interns in order that, when things came up, the interns would come to ask for 
support. As Debby, a program supervisor, put it: 
Building a trustful relationship with the intern helps a hundred percent. There’re 
always communication issues or requirement issues or things always come up. If 
they feel that you have a genuine interest helping them to be successful, you can 
work through those things. (PS: Debby) 
Debby believed that interns were more likely to seek support from program supervisors 
when there was a trustful relationship, which was echoed by Reese, an intern: 
You develop the relationship with the person you work with. It helps you so 
much. Like I feel comfortable with my program supervisor, and I call her and 
said, “I am really tired today. I don’t feel like having the conference. Can we 
have it tomorrow?” We have the relationship. (ST: Reese) 
Reese felt comfortable contacting her program supervisor to reschedule a meeting when 
needed as she trusted that they had a good relationship and that the program supervisor 
would understand. 
Courtney, a mentor teacher, also commented on the point: 
As a program supervisor, I would certainly want that gathering with the interns 
and just to be able to get a contact outside of teaching and to have a little bit of 
personal interaction so that you get to know them as a person rather than as this 
intern that you are observing. (MT: Courtney) 
Courtney believed that program supervisors' personal contact with interns outside of 
teaching helped them know about interns as a person. 
Findings indicated that the issues that interns faced varied. It could be very 
personal, as Becky, a mentor teacher described: 
If it’s a family situation thing coming up, if there’s a car accident on the way to 
school, we have to deal with that... “My mom doesn’t feel well and really need 
to spend time with her;” you have to sort of be open and realistic. Put yourself in 
their shoes too. And this time of the year.. .They are over burning themselves 
with all these individual things that... they should come two months ago but 
they have to get them done now. So you have to be understanding. (MT: Becky) 
As a cheerleader, according to Becky, program supervisors should understand that 
interns might encounter personal problems, such as a personal accident, a family crisis, 
sickness, or they were overwhelmed during internship. All of these issues required 
substantial support or psychological encouragement from the part of program 
supervisors. 
Most often, the issues interns had were related to their lives in the school. Cathy, 
a program supervisor, shared her experience on the point: 
For the students, I have a lot of cuddling this year... I have been talking about 
the behavior. It’s a lot of frustration, challenging, maybe in tears. I was trying to 
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build them up so they know that they had good skills that they bring in. (PS: 
Cathy) 
When interns were frustrated and challenged in the classroom, Cathy tried to encourage 
them to look at the positive side and move on. 
As an intern. Dawn elaborated her experiences: 
The role of a program supervisor definitely is an ally. A program supervisor is 
like your academic mentor of two different sides of the school, college courses. 
It's good to talk about what's going on in the class with somebody who knows 
the kids. Also sometimes it's great to have somebody from outside perspective to 
talk about it with, but somebody still is interested. The help goes with me. My 
mentor teacher doesn't talk to me about instruction. It’s not her focus. We 
usually talk about the kids. (ST: Dawn) 
Dawn trusted program supervisors and took them as academic mentors of the school as 
well as the university. She believed that talking with program supervisors was beneficial 
because they knew about the class and the children and they provided outside 
perspectives. 
Jay, a head TA and program supervisor, shared his experience on the point: 
A lot of it is just listening. I don't necessarily even solve any problems. It's more 
about “Can you listen to my problem?” I've had interns sit down with me and cry 
about how somebody's talked to them or how a lesson went really horrible. 
They’ll say, “I just wanted to share. I wanted to talk with you.” And that's really 
it. It's more of like a sounding board. (Head TA & PS: Jay) 
Jay realized that oftentimes interns merely needed to know that program supervisors 
were understanding and that they were listening to what they had to say. What program 
supervisors could do was to support interns and be their ‘sounding board.' 
At times, the program supervisor’s support extended to personal story sharing as 
well as job counseling. As Grace, a head TA and program supervisor, stated, “I love the 
personal story. I always do that with my intern. So they know that they are not alone. 
We’ve all been there.” In addition, Ruth, an intern, stated, “We've been talking about 
my job search. She's had advice about what to do, when to do it in terms of getting a 
job, where I might like to go...” 
A program supervisor, Harry, also commented on the point: 
I told some of my interns about issues in and around schools and teachers that 
come up in schools where there may be conflicts. I said, “Don’t get involved in 
it. It’s not going to do you any good. You better learn not to get involved in 
personality conflicts and politics in the schools. From my experience teaching in 
schools with all the pressures that we have can be, it can be cutthroat.” (PS: 
Harry) 
Harry even went as far as sharing his knowledge about school culture and providing 
advice on how to manage relationships with colleagues in the school. 
An Assistant Coach: Findings indicated that mentor teachers believed that the 
role of program supervisors in the field was similar to that of an assistant coach. As 
Leon, a mentor teacher, put it: 
(The role of a program supervisor is like) an assistant coach. I am kind of get 
keeping the ball rolling. And my assistant coaches are the ones who are worried 
about everything going on in a classroom and they can come in and sit down and 
just focus on this one individual and how they are performing within this barge 
contact. The observation is key. There is tremendous value in clinical 
observation. But it's difficult for me to give the intense and objective 
perspective that they are able to do. That is the biggest value having the 
supervisors from the university to watch, as they are able to sit and devote large 
amounts of time to doing this very thorough job. That couldn’t be too much of it, 
even I’ve almost done on a weekly basis. It would have pressure to the intern, 
but in a good way. And the supervisors really don’t impinge on our time. (MT: 
Leon) 
Leon believed that program supervisors were the ones that exclusively focused on 
individual interns and that program supervisors were able to perform more thorough, 
intense and objective observations than mentor teachers whose time did not permit. 
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Leon also realized that program supervisors' observation might bring pressure to 
interns, but he deemed it a positive driving force to interns’ learning. 
Kay, another mentor teacher, built on Leon’s point: 
I would engage more supervisors to lighten the loading, giving more support to 
interns... The time they spent in the class getting to know the students and the 
situation seems limited. They have very few visits for observations. But they 
have more objective perspective to the student... I want them supervisors to 
come in. (MT: Kay) 
Kay trusted that program supervisors were more objective in observing interns and 
advocated that more program supervisors should be engaged to lighten supervision load 
so that program supervisors could visit interns more often and spend more time getting 
to know the students and the situation in the classroom. 
Hannah, another mentor teacher, echoed Kay’s point: 
This year, these program supervisors were only required to do three. I don’t think 
he can walk in here three times and really get a sense of how thing are going. I 
wouldn't want to be observed just three times because you can have a bad day, 
you can have a bad lesson. It wouldn't be a fair assessment only to look at 
somebody three times. I would need somebody who is in the classroom more 
often, who is more familiarized with the things that are going on in the 
classroom, with how this individual was developing over the course of this 
semester, which translated into more observations, more frequent observation 
and the quantity needs to be greater, somebody who is encouraging the person 
more. (MT: Hannah) 
Hannah overtly pointed out that it was not sufficient that program supervisors only 
observe interns three times. She urged that program supervisors visit the classroom 
more often and have more understanding of the classroom so that they could encourage 
interns more and have a fairer assessment of interns’ performance in the classroom. 
Still another mentor teacher, Becky supported the point and believed in the 
influence of program supervisors that They (referring to interns) might put a little 
bit more creativity into their lesson. They knew that it's being observed by their 
supervisor, rather than just the mentor teacher.” 
Findings indicated that, playing the role like an assistant coach, program 
supervisors supported interns through observation utilizing strategies in clinical 
supervision. As Melody, a program supervisor, commented: “They can't model good 
teaching, but they can give feedback on lesson plans, feedback alter observations, 
feedback before the observation on a pre-conference.” 
Grace, a head TA and program supervisor, explained the value of the role: 
When you are teaching, you are not really paying attention to a lot that's going 
on, like identifying big distractions, but the little ones, you may think that 
everyone is paying attention, but they are really not. It's really just having those 
extra eyes in there. My job is just to do that. (Head TA & PS: Grace) 
Being an observer, as Grace believed, program supervisors provided another set of eyes 
that helped unveil things that happened in the classroom to interns when they were 
teaching. 
Debby, another program supervisor, described her experience: 
I believe completely in the clinical model. I like the idea that I’ve talked ahead ol 
time with them so I have an understanding of the big picture. It’s helpful to have 
that conversation ahead of time to have an idea of how this hour’s fitting into the 
big picture. I'm focusing on an aspect of their teaching. It’s my job to present 
data and to present fact for them to look at so they can figure that out on their 
own. It's more powerful if a teacher is self-reflective. If we can guide them 
through reflecting on their teaching now, it's something that will continue 
through their teaching. They’re not always going to have a supervisor checking 
in on their lesson and telling them what they're good at and what they need to get 
better at. So it's definitely a skill that we need to still be enhancing. (PS: Debby) 
Debby gave an overview of her job as an observer from the onset of a lesson to the 
closure. She applied the three-step clinical supervision in the coaching process and 
believed that it helped interns become reflective teachers in the long run. 
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Findings indicated that interns appreciated the observations that program 
supervisors did for them and believed that program supervisors gave them valuable and 
helpful advice. Caitlin supported the point: 
I can't say enough good things about what my program supervisor said for me. If 
I were a program supervisor, I would just make sure that I was very aware of 
specifically what the intern wanted me to observe and gave some valuable 
feedback. (ST: Caitlin) 
Another intern, Maria, shared her experience on the point: 
She's been in the classroom, and so she said, “There is a behavior child. All you 
can do is you have to make example out of someone. They will know that that’s 
not the time that they really play around. It meant for everyone to go to the 
table.” I tried it and it worked. I got the control and you got to see that everyone 
was at the table. They started off at the right place, instead of going to the 
sharpener, into the closet, to the bathroom. (My supervisor) is always like you 
did something, you always have the next steps, a whole pack of stuff you can it 
work on. Her notes were much good stuff that I had and ways to improve. You 
need that. You want them to be able to tell you to do it this way. Now I could 
reflect on it. A lot of her suggestion that I didn't accept in the beginning, I tried 
them out after and they worked. It’s definitely good to have that to actually move 
somewhere. Otherwise, you are making the same mistake over and over. You are 
stuck in the same teaching style. (ST: Maria) 
Maria appreciated her program supervisor because she was able to help her identify gray 
areas and help her improve from them. Additionally, her program supervisor helped her 
identify strengths and next steps in teaching, which Maria regarded as beneficial. 
Victoria made a comparison or the observations between her program supervisor 
and her mentor teacher: 
When the program supervisor observes me, it's more structured. We go to 
another location; we have our pre-conference. She comes in knowing what to 
look for. Here with my teacher, we're having one conference and there are 
interruptions and it's more spontaneous. It’s less structured because of the time 
commitments that teachers have. (ST: Victoria) 
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Compared to mentor teachers' spontaneous observation, Victoria believed that program 
supervisors’ observation was more structured and committed and that they knew what 
they were looking for. 
A tour guide: Findings from interviews indicated that program supervisors 
considered themselves tour guides for mentor teachers and inteins for the journey of 
student teaching. As Grace vividly put it: 
We’re like a tour guide. You wouldn't be able to make your way through without 
us. You wouldn't be able to make yourself through successfully seeing every 
piece in the museum and understanding how each piece woiks. You could go 
through without us if you want to, hut it would be a waste ol time and you 
wouldn’t learn anything as well. My role puts a string on all relationships, when 
a teacher is not fully informed about what is going to take place this semester in 
the classroom. (Head TA & PS: Grace) 
Grace believed that being tour guides program supervisors made sure that interns and 
mentor teachers were well informed and that they guided them step-by-step through the 
journey of student teaching. 
Though the program had laid out things and requirements for the practicum in 
the beginning of the semester, Harry stated that “...it has always been reiterated that it's 
our call. So I give the deadline and the dates...” 
Jay echoed Harry’s point: 
I also try to stay in touch with them on a weekly basis. I'd send out weekly 
newsletters, touching base with them. The program supervisor is more of a 
facilitator. They facilitate the intern and the mentor through this whole process. 
(Head TA & PS: Jay) 
Jay sent out newsletters periodically informing what was coming up, which was 
supported by Nancy, who provided a comprehensive description below of what she did 
to support interns as well as mentor teachers along the journey: 
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I usually send them a weekly email and that just has a heads up on what’s 
coming up and I would “cc“ the supervising practitioners because I think it’s 
important to keep them in the loop also... now I feel like I know the supervising 
practitioners I work with... I would just pop in, not necessarily would observe 
them every week, and see how it's going. It’s important to make yourself 
available for the supervising practitioner in case they need to say anything. 
That's important that they see that you're in there too. It gets you a feel of the 
classroom and it gives you a feel of what that teacher's organization is... (Head 
TA & PS: Nancy) 
Nancy utilized newsletters for information distribution and she included interns and 
mentor teachers in the loop simultaneously to ensure that everyone was on the same 
page. She also made herself available to mentor teachers in case they had a say and also 
gave herself opportunities to have a feel of how the classroom was operated and 
organized. 
A mentor teacher, Hannah, responded to the usage of newsletters: 
... the newsletter that was put out every couple of weeks by that program 
supervisor was so great because the intern was informed about upcoming due 
dates and thing that would have to be done and how they had to be done. And so 
was I, so we were all sort of on the same page about stuff. What was due; how it 
was to be done; those kinds of thing. (MT: Hannah) 
Hannah appreciated and believed that the newsletters that program supervisors sent out 
periodically kept her and interns well informed of requirements coming up and put all of 
them, again as Jay stated, “on the same page.’’ 
Findings from interviews indicated that mentor teachers believed that the 
program supervisor was the best individual to make the entire journey successful for 
interns, mentor teachers and the program. As Kay, a mentor teacher, trustfully put it: 
The supervisor has a vision as to what is the basic of student interning. The 
center of one side is the student interns' experience in the field. On the other is 
the student as a student at UMass. So he knew what was happening in those 
places. (MT: Kay) 
Kay believed that program supervisors had the vision ot what was supposed to be 
achieved and worked to keep student teaching on the right track both foi the field as 
well as for the university. 
Marla echoed Kay’s point: You are like the extra thrust. ‘No, no, you can't 
give up.’ You have to do this to keep them on traffic. That role is key for this whole 
program to work.” Marla deemed that the role of program supervisors was essential for 
the proper functioning of the practicum. 
Leon built on the point: 
What goes well with program supervisors are schedule, sequence, advance, 
organized throughout the semester, implementing the plan that CETP has for the 
interns, to achieve the goals that are needed to be achieved, just staying on the 
top of that process. That’s the university’s timeline and everything that needs to 
be done during the course of this semester. That’s something that I don’t care to 
get involved. I've got enough on my plate. (MT: Leon) 
Leon believed that program supervisors were on top of the entire process in scheduling, 
sequencing, advancing and organizing and that program supervisors implemented the 
plan that the program set up for interns and made sure the goals being achieved. He 
realized that these were all things important for internship that mentor teachers, 
nonetheless, were not able to support interns with. 
Findings indicated that interns were appreciative that program supervisors were 
knowledgeable and on top of things and that they made sure that interns pursued 
tenaciously. As Dawn put it: 
... they always know so well, exactly what is happening, so on top of it and help 
us be on top of it. That was just so helpful, especially when we got into the 
swing at the beginning of the graduate school. I would have a lot of things 
cracked without that little help, especially in the first couple of weeks... (ST: 
Dawn) 
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Dawn confessed that she would have failed in many things without the support from 
program supervisors, especially in the beginning of the semester. 
Reese echoed Dawn’s point: 
I would be clueless about what my requirements are. I would not keep myself on 
track of stuff. For example, the due date Barbara has for us is specifically sent 
out so that we are not overwhelmed, saying that I will like to have the three way 
meeting by this date. They are taking care of all the administration stuff for us. 
Without them, I have to do that all by myself... I might end up not fully complete 
with the program because I probably forgot a lot of stuff. And I might end up 
doing a lot less. (ST: Reese) 
Reese's experience was that her program supervisors kept her on the right track by 
sending out information and taking care of administrative obligation for them so that 
she was reminded what to complete and to submit by what due dates. 
A liaison/middleman: Findings from interviews indicated that program 
supervisors were a liaison between the classroom and the program, a middleman and a 
buffer between interns and mentor teachers when issues occurred. Hannah, a mentor 
teacher, stated, “I see the program supervisor as being a liaison between the classroom 
and the program and knowing the individual especially if there are problems." As an 
intern, Serena added another perspective to Hannah's point: 
They are the liaison between the mentor teacher and you. You can have your 
program supervisor facilitate the conversation or that problem solving. You are 
not facing the problem yourself, if you have a problem with your mentor teacher. 
My supervisor to me is like the middleman. (ST: Serena) 
Serena believed that program supervisors were the middlemen when issues came up. 
They facilitated the conversation so that interns did not have to face the problem 
themselves. Just as Melody, a program supervisor, put it: “If a mentor teacher doesn't 
appreciate an intern, I am that buffer.’ 
An intern, Ruth, echoed Serena’s and Melody’s point: 
If I didn't have my program supervisor, I wouldn t know who to call up about 
issues that I'm having in the program either in my courses or with my principal 
or with my mentor teacher. I wouldn't know who to talk to about it... I would 
have only my own judgment to help figure out what I say to my mentor teacher 
about this issue... So I think it's a really valuable person because they’re there to 
help you figure out what you need to do. (ST: Ruth) 
Ruth’s statement demonstrated that, if there were no program supervisors, interns would 
not have anyone to turn to when they have issues in the program with the couises 01 in 
the school with mentor teachers. 
The comment of Grace, a head TA and program supervisor, provided the reason 
why program supervisors had to play the role as a middleman: Sometimes it s very hard 
for them to go to the teacher about some things. They need an outside perspective, 
someone that gives them the real words of it. That s why interns come to us. 
Cathy, a program supervisor, had a different experience on the point: 
When a mentor is new and has never done it before, the intern is struggling in 
there. There’s a lack communication for them. What I did was that I just went in. 
That’s the best thing I have done. My presence just got the mentor to realize that 
she needed to get her to teach. So the mentor was there and I was there. That was 
a middleman role. It’s very important that I was there. This year, I have more of 
this than in the past... I'm going to have to modify what I used to do. (PS: Cathy) 
Cathy was a liaison because the teacher was new and did not know how to engage the 
intern on the teaching team, which suffered the intern. Cathy realized that she played 
more of this role this year. 
Nancy, a head TA and program supervisor, returned to the point: 
I sometimes see my position as a middleman, like a connection between the 
intern and the mentor teacher sometimes. Trying to make the experience 
positive, as beneficial as it could be for both because obviously it's focused on 
the intern. It varies on the individual mentor teachers and also their interns and 
what’s going on in the classroom and if it's a positive experience, if it's not. I've 
185 
had people email or call me. I've talked on the phone with mentors for many 
hours, usually when there's a problem... most of my experience has been that 
they don't know where to go and if they are being too critical or they are being 
too negative. There have been times before beyond the three three-way meetings 
where I've met with the mentor and intern to just sit down informally and try and 
figure out what to do. (Head TA & PS: Nancy) 
Being a middleman, Nancy believed that program supervisors were trying to make 
things positive for both interns and mentor teachers. The demand of this support varied 
from one intern to another and from one experience to another. Whenever this role was 
acting, there was more likely to be a problem coming up between the two parties. 
Marla, a mentor teacher, also had a say on the point: 
Sometimes if there is a personality problem between the student and the teacher, 
the program supervisor has got to ease their way and to keep them focus, “Let's 
put differences aside and let’s focus on what the puipose is.” If an intern is 
struggling, your role becomes even more important. You help the mentor teacher 
to build on the interns’ strength and give them more experience in the areas they 
are weak. It’s almost like they popping in and checking. If the interns know 
when they want more responsibility, it’s important that the classroom teacher is 
willing to allow. It's very difficult because homeroom teachers have difficulty 
letting go of the control of the classroom. Then you have to say they should 
allow the intern to be in control. You have to be an advocate for the intern. 
You're the safety net for the intern. (MT: Marla) 
Marla viewed program supervisors as the ones that helped settle issues between interns 
and mentor teachers. Additionally, program supervisors had to negotiate for interns 
when teaching opportunities were not available and served as “the safety net for the 
intern.” 
Commenting on the attitude of being a middleman, Kay, a mentor teacher, 
stated. 
I would listen carefully to the student intern and the practitioner to see what are 
the needs for the student and try to support the student as much as possible. The 
goal is that the student will succeed and we as teachers will understand the 
student. It is very important. (MT: Kay) 
Kay suggested that program supervisors take the listening Irom both sides carefully and 
tried to achieve the goals that interns would succeed during internship and the mentor 
teachers would understand and support the needs ol interns. 
An owl/a mentor: Findings indicated that interns considered program supervisors 
wise, insightful, knowledgeable and intuitive of what interns needed. As Caitlin, an 
intern, put it: 
[My program supervisor] is like an owl because owls are supposed to be wise. 
They are considered wise. She had many years of experiences. She notices a lot 
that happens in the classroom, even aside for me teaching. She will notice what 
the students are doing in the classroom... As owls are wise and respectful, so 
that's what she is like. (ST: Caitlin) 
Caitlin believed that program supervisors came with years of experience, were able to 
see the global picture of what happened in the classroom and were respectful. 
Maria, another intern, echoed the point: 
Program supervisor is like a grandmother. She has been so influential on me, 
offering that insight, connecting it to her own experience and really helping me 
reflect on my own and keeping me positive and not making it jump in the 
conclusions and not assuming anything and remaining professional at all times. 
All those things are like someone with that type of wisdom that grandmother 
has. (ST: Maria) 
From her own experience, Maria believed that program supervisors were as wise as a 
grandmother, who offered insight, used their own experience to help interns reflect on 
teaching, and kept interns staying positive, objective and professional. 
Sophie elaborated her experience: 
Barbara gave me some really good ideas. She made me work at things I didn't 
really work out before, like lowering your voice when you want kids to be 
quieter and then raising your voice when you want them excited. 1 never really 
thought about that. So she definitely gave me some good ideas, strategies. She 
really does have good intuition of how 1 was feeling. (ST: Sophie) 
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Sophie’s program supervisor supported her with ideas about instructional strategies that 
worked well in the classroom. 
As a head TA and program supervisor, Grace viewed this role from a different 
perspective: 
Mentoring is what we are doing too from the university perspective. The 
teachers were doing it from the classroom perspective. But because the interns 
have connection with both, they need the mentoring coming from both ends in 
order to make this works. (Head TA & PS: Grace) 
Grace believed that program supervisors offered mentoring support with the 
institutional perspective, as they knew better of the big picture that the program drew 
out for the practicum. An intern. Dawn, echoed Grace’s point: “A program supervisor 
is... like an academic mentor, the mentor of two different sides of the school, college 
courses.” 
Melody had a different take on the point: 
I’m giving them my experience, my expertise, and my ideas. They don't have 
enough time to pack themselves in the back. They don't have enough time to 
really do a good reflection. They don't even have a lot of time to talk with their 
program supervisor either. (PS: Melody) 
As a program supervisor. Melody provided interns with her experience, expertise and 
ideas. Paradoxically, mentor teachers did not see as much of a mentoring feature in a 
program supervisor. For example, Kay stated, 
I don't know if all supervisors have the nurturing side. I have always encountered 
that most of the supervisors are very kind and very willing. But I have also 
encountered the supervisors overwhelmed with the number of students they have 
under their wing. They have to go to many different schools, many different 
places. They don't have that much time. But they can choose and go to the 
students they will have with more difficult situations, more needs, and leave the 
more competent ones...(MT: Kay) 
Kay understood that program supervisors were generally kind and willing to, but she 
believed that, with the number of interns that program supervisors worked with, they 
probably needed to differentiate their mentoring efforts with each intern, giving more 
attention to those who needed more support and less to those who were more 
competent. 
A bridge: Findings from interviews indicated that the role of program 
supervisors was compared to a bridge between the two institutes and between interns 
and mentor teachers during student teaching. As Dawn, an intern, put it: “The program 
supervisor is... like a little bridge...” 
Grace, a head TA and program supervisor, provided a comprehensive 
description on the point: 
Program supervisors are the glue that holds the entire program together. We are 
the bridge, the support system, and the link between the university, the intern, 
and the teacher. If the bridge were taken off or closed, you couldn't get to the 
other side. My job is to bring back information from schools to the program. My 
job is to have eyes and ears when I walk through the hallways, so that I can have 
a clear understanding and view of what kind of school we are choosing, what 
kind of schools and classrooms that we are placing our interns in. In the course 
of any given semester, we are probably the only person in that triangle that meets 
on the regular basis with all three people. The teacher never comes out toward 
the university. The teacher isn’t given any kind of support from the university 
professors, staff member, and the field coordinator. When things are blown up, 
like it happened this semester, we are trying to make sure that things are smooth. 
This is a constructivist program, so a lot of time, a lot of my notes are on the 
constructivist basis. (Head TA & PS: Grace) 
Grace believed that program supervisors functioned as the bridge, the connection and 
the support system between the university and the school. They played the role of 
imparting mentor teachers with information from the university and bringing back what 
they observed and heard from schools to the university. The role was important. 
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according to Grace, because they were the only ones in the schools and mentor teachers 
associated them with the program. 
Nancy, another head TA and program supervisor, supported Grace’s point: 
The program supervisors, I like to see them as a connector between the intern 
and the mentor teacher and between the public schools and the university. That 
is an important piece. I would like to see that being a solid communication that 
bridges at three way meetings that makes that connection... collaborating just to 
try and help the intern. A lot of times, there's logistical things, like their contracts 
haven't been signed, or they want to know if they could use credits, the voucher 
they get for a daughter or for a husband or a partner. So I would be the bridge to 
either connect them with someone to the university or there were times where I 
would try and look into it. (Head TA & PS: Nancy) 
Nancy viewed program supervisors as a connector between interns and mentor teachers 
in addition to that between the schools and the university. Program supervisors bridged 
the communication at the three way meetings and that they fulfilled logistical 
obligations for both sides, such as having contracts signed, according to Nancy. 
Jay, a head TA and program supervisor, zeroed in on the support for mentor 
teachers on the point: 
Actually that role is probably more so for the mentors because the mentor only 
sees us. The university is ‘us’ when we come into their classroom. So it they 
have questions about the program, they come to us and we'll try to find out the 
answers. So for the mentor, we're probably an important figure regarding this 
whole practicum, pre-practicum process because we're the only ones in the 
school. They associate the university teacher education program with the 
program supervisors. (Head TA & PS: Jay) 
Jay realized that this role meant more for mentor teachers than for interns, which might 
have explained the discrepancy that few interns perceived this feature part ol program 
supervisors’ role. Additionally, he illuminated that mentor teachers took program 
supervisors as the representatives of the university for the entire internship. 
Mentor teachers supported Jay’s point. As Kay put it: 
The program supervisor is the bridge in many ways tor me. One is tor the 
supervisor to find for sure what is the connection with the problem [we have] 
really there is a possibility that the supervisor can connect with some of the 
professor and say what the difficulties [we have] to put the student to do the 
lessons on social studies. (MT: Kay) 
Kay believed that program supervisors were the ones that had connection with faculty 
members in the program and that brought information back to the university and found 
out answers to their questions. Another mentor teacher, Marla, echoed Kay’s point: 
“Program supervisors are the key to whether this works or not for the intern and for the 
mentor, because they are what connect us and bring back to the university.” 
A boss: Findings indicated that, with the piece of evaluating the state PPA for 
preservice teachers, program supervisors acquired more power and sometimes were 
viewed as a boss. As Reese put it: 
Program supervisors are being more authoritative. There's evaluation that is 
taking place. It could be a mixture of a boss. You always want to impress your 
boss. A boss is evaluating what you do. They are going to determine to sign my 
PPA. I have to do what you want me to do in order to get my license. A program 
supervisor supervises determines whether things are right or wrong. (ST: Reese) 
Reese believed that interns tried to impress program supervisors as they determined 
whether interns passed PPA. In addition, Reese believed that program supervisors 
supervised and determined whether interns were on the right track. 
Courtney, a mentor teacher, had a different perspective: 
The role of the program supervisor is more of a boss. They are the person in 
charge. I want them to be a friendly boss, someone who can secure that role. 
You are the leader. The students have to know that there was someone over 
them. Some of them need that. It’s just like students in your classroom. There 
are some who need to know that you are in charge and you need to do this. I 
think the mentor teacher is in charge of what is happening in the classroom. The 
supervisor is in charge of what's happening in that field level, their master's 
program level. (MT: Courtney) 
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Courtney made a distinction of the responsibilities between the mentor teacher as taking 
charge of things in the classroom and the program supervisor things happening in the 
field, at the master’s program level. Further, she believed that as children needed a 
teacher to be in charge in the classroom, so interns needed to have a program supervisor 
to secure the work in the field. 
Program supervisors, originally called “resource persons,” were renamed as such 
when the State PPA was imposed to evaluate the performances of student teaching. As 
Cathy, a program supervisor, stated. 
Initially we were called resource person... So they changed it to program 
supervisor. That was the State way that really told what it is because you sign the 
document to say that they have met certain requirements. It's a very different role 
than I am here when you need me and I come to watch you. It’s closer because 
you have to sign the document. (PS: Cathy) 
Cathy realized that the name told what the role was and that program supervisors were 
required to sign the state document to verify that interns had met certain standards. 
Another program supervisor, Susan, built on Cathy's point: 
The PPA is all State related. It’s not us that we imposed. PPA is what State says 
that we have to. I had other supervisors say to me [that] they feel they had more 
cloud, gentle power. The students care more about what they say because they’re 
going to be evaluated. So some supervisors feel that helps them. (PS: Susan) 
Susan noticed that, assigned as a PPA evaluator, program supervisors were granted with 
more power and that some program supervisors found it helpful as interns cared more 
about what they said. On the other hand, despite being somewhat “a boss” because of 
the evaluative power, Debby stated, “I see myself as someone who supports what other 
people are doing...” 
Nancy, a head TA and program supervisor, supported Debby’s point: 
That evaluation piece does sneak in there... I don't see that as the purpose. I see 
them as two separate things but in this case they overlapped. The majority of the 
time I see myself as supervisor, supporting, helping them grow and reflect but 
then you could say whatever you want. But at that end, there is that PPA 
evaluation piece. You’re going to be signed off or not signed olf. (Head TA & 
PS: Nancy) 
Nancy viewed their role more as a supporter and reflection facilitator, but she admitted 
that the evaluation component did come in as part of her responsibility as she had to 
sign off the document. 
Below Harry, a program supervisor, provided another perspective: 
I see my job is to make sure to help facilitate that collaborative relationship. 
Without that there, it puts more power in the mentor teacher. So you're going on 
the assumption that the intern is getting the guidance. So without a program 
supervisor, it would make that easier to happen. The school has a dress code for 
the teachers. [Interns had] better follow it themselves. In terms of being a 
supervisor, if I have to play a bureaucratic role with them, I will. (PS: Harry) 
Harry viewed that the presence of program supervisors balanced the power dynamic in 
the field that helped facilitate collaboration, as opposed to relying on the determining 
power of the mentor teacher alone. In addition, program supervisors oversaw things and 
made sure that they were happening in the field. 
Courtney, a mentor teacher, supported Harry's point: 
If program supervisors were missing, you would not get the quality of 
evaluations and the quality of teaching, either. They need to be there. If you take 
anything out, that quality is not there. If you rely solely of the mentor teacher, it 
depends on the work ethic of the mentor teacher. (MT: Courtney) 
Courtney supported that there should be program supervisors in the field because she 
believed that, otherwise, it would leave the quality of the field to the work ethic ol 
mentor teachers. 
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The bottom of the food chain: Findings indicated that some program supervisors 
compared themselves to the bottom of the food chain. As Jay, a head TA and program 
supervisor, put it: 
hi reality we are at the bottom of the food chain mainly because no one really 
consults us on decision-making. Ultimately we're always being told to lollow 
things. If we want to make a decision, a lot of times we have to clear it with 
somebody else. It's really about us asking questions and getting them confirmed. 
Everyone else is so distant from the learner. We're really the closest ones at the 
university to the schools... If anyone you want to go to for resource about interns 
and schools, it would be program supervisors. In the whole program, program 
supervisors are very low in the hierarchy. They’re perceived that way 
unfortunately. The higher up the administration feels that we’re not dispensable 
but that we can be manipulated through possible intimidation on how they 
handle a situation or taking on more people than you have to or questioning what 
we're doing in the schools... Maybe because we’re getting stipends, we can be 
pushed around. But if we were faculty, it might be different. If I were leading the 
program, I would really try to get all different representatives from different 
levels to play a role in that. (Head TA & PS: Jay) 
According to Jay, program supervisors were low in the hierarchy in the entire program 
in terms of a lack of power in program decision-making, despite they were the closest 
ones to learners. Jay also realized that this situation might have resulted from the fact 
that program supervisors in this program were not faculty members. If they were, 
according to Jay, things might have been different. Finally, Jay contended that program 
supervisors should have a part in the decision making of the program. 
Cathy, a program supervisor, had another perspective: 
I am barely existent. I am a nemesis in Greek mythology, a source of harm and 
ruin, but not that extreme, a constant troublemaker. I don’t look forward to, but I 
feel being the troublemaker in some ways. The role the way it is done is a 
challenge to have this person in your life that is just going to be there to give you 
feedback, watch you and sign the paper. It’s like why I ever want to have this 
person in my life. I think they force themselves to like me or at least tolerate me. 
(PS: Cathy) 
Jokingly comparing herself with a constant troublemaker, Cathy acknowledged that her 
role was constantly imposing a great amount of external requirements to interns and 
evaluated them, which caused her the least welcome in the field. 
Another program supervisor, Harry echoed Cathy’s point and stated. Our 
relationship with them is secondary to their relationship with their mentor teacher. 
That's the way I feel and it's obvious because they're in there every day with their teacher 
and those students are their students.” 
In summary, generally speaking, the role of program supervisors was functional, 
supplementary, and service-oriented in support of interns, mentor teachers, and the 
program. Specifically, the role was compared to various analogies. The role of program 
supervisors was compared to a cheerleader when they supported interns emotionally. 
They were like an assistant coach supporting interns aside from mentor teachers with 
objective and reflective observations so as to facilitate professional development. They 
were similar to a tour guide that constantly provided information to both interns and 
mentor teachers throughout the experience. They were a liaison or a middleman 
between interns and mentor teachers when issues arose. They were compared to an owl 
or a mentor in the eyes of interns, as they were experienced and insightful. Program 
supervisors played the role as a bridge between the two institutes during student 
teaching. Findings indicated that only one intern recognized that program supervisors 
served as a bridge between the school and the program, while many more program 
supervisors and mentor teachers considered so. The results demonstrated that program 
supervisors came with a sense to connect both institutes of student teaching and that 
mentor teachers also needed program supervisors to bring information back and forth 
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for both ends. Finally, when evaluation came in, program supervisors played the role as 
a boss to make sure that interns met the standards. In terms of the power to make 
decision in the program and the relationship among the triad, program supervisors were 
secondary, like the bottom of the food chain. 
How Program Supervisors Learned the Roles 
This section reports the results relating to how program sueprvisors learned the 
roles. Three categories emerged from interview findings. They included: a) the paths to 
learning the roles, b) building a rationale for program supervisor development - issues 
and concerns, and c) program supervisor development - implication plan of action. 
The Paths to Learning the Roles 
Findings from the survey regarding how program supervisors learned the roles 
(see Table 15) indicated that program supervisors took multiple learning paths to come 
to the stage where they could perform the role. With a question that allowed tor multiple 
choices, among the total number of 12 program supervisors, 8 (66.7%) chose that they 
learned to be program supervisors from reading the program package, 8 (66.7%) taking 
a supervisory course, 7 (58.3%) through the ECETEC orientation and 7 (58.3%) through 
trail and error. Additionally, 6 program supervisors (50.0%) learned from peers, 6 
(50.0%) from prior experience of being a supervisor, 5 (41.7%) through formal training 
from ECETEC, 5 (41.7%) through prior experience as mentor teachers, 5 (41.7%) 
through prior experience as interns and 5 (41.7%) through other channels. The findings 
revealed that many program supervisors learned the role through multiple paths and that 
many of them were aggressive learners for this role. 
Table 15 
How Program Supervisors Learned Their Roles 
Frequency Percent 
Formal Training From ECETEC 5 41.7 
Cohort Periodical Seminars 1 8.3 
Orientation From ECETEC 7 58.3 
Reading The Program Package 8 66.7 
Taking A Supervisory Course 8 66.7 
Prior Experience As PS 6 50.0 
Prior Experience As MT 5 41.7 
Prior Experience As ST 5 41.7 
Learning From Peers 6 50.0 
Trail And Error 7 58.3 
Others 5 41.7 
of program supervisors who chose the item and the percentage represented the number 
of the choosing program supervisors over the total respondent program supervisors 
(12).] 
Survey findings on preparation of program supervisors (see Table 16) indicated 
that 9 program supervisors (75.1%) agreed or strongly agreed that they were well 
prepared. One (8.3%) was not sure; the other two (16.6%) strongly disagreed or 
disagreed. Findings revealed that most program supervisors (3/4), though not formally 
prepared by the program, considered themselves well prepared for the role, while the 
others (1/4) did not think so. 
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Table 16 
Preparation of Program Supervisors 
Frequency Percent 
Strongly Agree 4 33.4 
Agree 5 41.7 
Not Sure 1 8.3 
Disagree 1 8.3 
Strongly Disagree 1 8.3 
Total 12 100.0 
Findings from interviews indicated that participants believed that program 
supervisors were not prepared in the program to enact the role, which supported the 
survey findings above that demonstrated that program supervisors learned the role 
through other multiple ways than from program support. Hannah, a mentor teacher, 
commented on the point: 
There is no training. It's not existent by and large. There isn't because they don't 
seem to know what they are doing. The people who know what they are doing 
are people who are generally ex-teachers, tormer teachers who had interns and 
who are now retired or no longer have to work. So they have some sense. (MT: 
Hannah) 
Hannah believed that opportunity for supervisor development was not existent and that 
only program supervisors who were formal teachers had some sense ot supervising. 
Debby, a program supervisor echoed Hannah’s point: 
In my circumstance, everything I learned was through my supervision master's 
course. I don't feel that ECETEC has really trained me at all. I don't feel that 
there is any training of how to do the job. Each of us is very confident and 
capable from my conversations with people, but it's from what we've drawn from 
our own experiences. A resource person that's new this semester tends to not use 
the data collection tools because he’s not as familiar with them. He takes 
research courses so he approaches it from a research perspective and does 
anecdotal notes and then kind of translates that into data collection tool after. So 
the people that take on this job have a responsibility and they take on the 
responsibility to really provide positive feedback and appropriate feedback. We 
all do it in our own ways. Some people draw from the way they were supervised 
as a teacher. There were a lot of retired teachers that have taken on the role and 
they maybe do it from what they remember how they were supervised by 
principals or what they' seen. (PS: Debby) 
Debby described her own developmental process and how other supervisors learned the 
roles. She believed that all supervisors drew from different ways of learning and were 
doing their own ways in supervising interns. 
Following I would extract Jay’s comments to investigate the point. Since the 
program recruited both former teachers and doctoral students as program supervisors, 
being a program supervisor since the program started himself and then a head TA, Jay 
had a comprehensive observation about both groups of supervisors and proposed some 
ideas to program supervisor development. Jay illustrated his perspective on former 
teachers as program supervisors first: 
If you were a teacher, you'd most likely have been supervised in some manner. 
But there would need to be some kind of training before the school year and then 
some periodic formal training, maybe a summer course, a weekly course, a week 
long course that the program has periodic in-service training, maybe bi-monthly 
or monthly training where program supervisors could come and get refreshers, 
get questions addressed, talk about upcoming things they may face. It’s 
important because when you have somebody who studied supervision who has 
done it for many years, then they can really give good feedback, quality feedback 
on the whole process. (Head TA & PS: Jay) 
The advantage of former teachers as supervisors, according to Jay, was that they had the 
experience of being supervised. In order to perform the role, they should be provided 
with some formal preparation, such as a summer course before the school year and then 
some periodical formal development, followed by some periodical refreshers so that 
they could have their questions addressed and talk about upcoming things. 
For graduate students as program supervisors. Jay had this to say: 
If you're getting a first year doctoral student, you know that person's going to be 
around for five years or more. You want somebody who's qualified and is going 
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to stay and be happy with the program so with proper training, in-service 
training, building their confidence by not giving them as many interns but still 
paying them the ten hour rates, then you're going to keep somebody long term to 
help the program ultimately. (Head TA & PS: Jay) 
Jay perceived the potential of using a doctoral student as a program supervisor for a 
longer term, i.e., 5 years of so, provided that the program supervisor was properly 
prepared as well as nurtured. 
Finally, Jay made a general suggestion on the point: 
At the beginning of the year, there needs to be training. If you have all the same 
staff the next year, then you do a different type of training. It doesn’t have to be 
as intense or it’s more of a refresher or new methodology new theories to read 
over. [If] there are a lot of new staff, there could be refresher trainings over 
winter break because in the spring if you're new and you don't know anything 
about the pre-performance assessment, the PPA, then that becomes like a major 
issue. (Head TA & PS: Jay) 
Jay recommended that development opportunity be provided at the beginning ol the 
year. If all the staff were old, then only a refresher or new methodology or new readings 
would be sufficient. At times, ECETEC used new program supervisors amid the school 
year. Under this circumstance, certain special meetings would be needed to prepare the 
new staff so that they could fulfill the requirements of the role. 
Findings from interviews indicated that the current program information How 
system was more of a top-down type. As program coordinator, Meg, stated: 
Alyssa has been meeting regularly with head TAs and perhaps not frequently 
enough with the whole group. And then head TAs have been meeting with 
program supervisors, but there again is that layer of have that inteimediate layei 
being helpful. There can be information loss or reinterpretation of information 
when there are those many layers. (PC: Meg) 
This information system started from meetings between field coordinator and head TAs 
and then head TAs met with program supervisors in each cohort. Meg acknowledged 
that this approach could generate information loss along the way of diffusion. 
Jay echoed Meg’s point: 
When you have information falling down, information is being lost at each level. 
So if I'm trying to share with you information that I learned at the seminar, a lot 
of information is going to be lost and you're not going to get to ask questions 
that could be appropriately answered by a qualified individual. If I'm learning 
about understanding by design, for example, I could forget to completely explain 
what an enduring understanding is or essential question. And you're not going to 
benefit from that as much as if you were at the actual meeting. I would propose 
that you either have the experts within the School of Ed. do these types of 
training, like Meredith Blade, who was really big on supervision, as well as 
Penny Anderson. So you get these people involved and help. I don’t understand 
why the program doesn’t utilize the quality staff that the university has. If 
ECETEC would tap into their strengths or the other people in this School of Ed. 
to hold a training, that would be wonderful, not someone like the head TAs, 
which I am one of. We’re not experts in it, whereas they are... (Head TA & PS: 
Jay) 
Observing the side effects of information lost at each level, a head TA and program 
supervisor. Jay, proposed that experienced professors in the School of Education hold 
formal development for program supervisors, rather than head TAs, who were still 
exploring their way towards supervision. 
In summary, the survey results showed that program supervisors took multiple 
learning paths to come to the stage where they could perform the role. They learned 
from reading the program handbook, taking a supervision course, partaking in the 
orientation, and from trial and error. They also learned from prior experience as program 
supervisors and from peers. 
The interview results demonstrated that program supervisors were not prepared 
in the program to perform the role. All supervisors drew from different ways ot learning 
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and were doing their own ways in supervising interns. In order to perform the role, it 
was suggested that the program provide some formal preparation, such as a summer 
course before the school year and then some periodical formal development, followed 
with some periodical refreshers. In addition, the current information flow was that of a 
top-down mode, which caused a lot of information loss when it came down to groups of 
program supervisors. Hence, it was suggested to have experienced professors hold the 
formal development for program supervisors; rather than using head TAs. 
Programmatic Supports: Program Supervisor Development 
Findings from interviews indicated that the actual preparation that the program 
provided to the program supervisors included an orientation at the beginning of each 
semester and an on-going periodical meeting between a head TA and program 
supervisors in the same cohort. 
An orientation at the beginning of the semester: Program supervisors believed 
that the orientation was not really professional development for them. Jay, a head TA 
and program supervisor, stated, “There needs to be some kind of training rathei than a 
half-day go over the handbook type training. That really is not training." Another 
program supervisor, Susan, stated, “I would suggest that there be an oiientation [on] 
how and what everything in the overview is perceived." 
Cathy, another program supervisor, had a say in this way: 
I was thinking about the orientation that we had in the beginning of this school 
year with the head TAs. There's no training. The training is here is the overview. 
Here is your part of it, but not how to do your part. There's no clarity about what 
the exact expectations are. It wasn’t an orientation. It was an hour overview. I 
would like to see it done as an orientation day instead, so that the program 
supervisors, the TAs, and the students are doing community building and 
learning about what their expectations are. (PS: Cathy) 
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Cathy's comments reinforced that the orientation was only an overview of the program, 
but nothing to do with how to perform the role, and indicated that there was a need for a 
more thorough development for program supervisors. 
Nancy, a head TA and program supervisor, elaborated her observation: 
We have not received training on tools. I don't think there was appropriate 
training this year for the program supervisors. I was thinking ol last year too of 
my experiences. I remember getting two days of join [in the first year.] And I 
remember Jay and I did one training. That was a year after... But it’s been a 
limitation of time or resources or too fast, because they were short. It was cut 
down to a morning and an hour too in the afternoon. And everything seemed to 
kick down a little more. This year in fall, they had that one orientation that 
everybody had together. The students and the program supervisors, everyone 
was handed of the same book. And that was it. (Head TA & PS: Nancy) 
According to Nancy, program supervisors never learned how to use the tools. 
Additionally, the orientation over the years changed regarding its length as well as the 
person that carried it out. This year the orientation was merely going over the handbook. 
Though the handbook became the common ground for understanding the 
program, Grace, a head TA and program supervisor, considered it a defect of the 
semester. She stated, “How the handbook was made is the biggest flaw of the semester, 
making the handbook as quickly as it could be." 
Grace continued to comment on the orientation in the spring: 
[Last orientation,] one of the mistakes that we made was inviting the brand new 
program supervisors to go over simple things. We didn't bring in the veteran 
supervisors until the very end. I don't think that was a very effective way to do it. 
You could have various experienced program supervisors and have everyone 
there and each person have certain sections of the program that we actually cover 
during that time. The agenda could be solely based on where the interns are in 
the semester. In that way, we surely would have wonderful first three-way 
meeting, wonderful second three-way meeting, and wonderful third three-way 
meeting. So that whatever discussed there, we come up with agenda, we come 
up with the summary that was going to be discussed in these meetings. That was 
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the way it discussed. So that everyone and every teacher heard the exact 
information. Interns were hearing the exact same information. So there should be 
nothing hidden. There should be no questions. There shouldn't be any changes. 
This would change a lot of the confusion, would put things in perspective, would 
put everyone on the same page, because we are all now the whole stack ot 
encyclopedia. (Head TA & PS: Grace) 
Grace evoked the mistake that the program made during last orientation at the beginning 
of the spring semester. The program invited new program supervisors first for the earlier 
session going over some basic information about the program and afterwards veteran 
program supervisors joined at 11:00AM. She commented that this orientation had 
missed out the opportunity to engage veteran supervisors in sharing information and 
knowledge and forming general agendas for future 3-way meetings that could have 
helped everyone work on the same page, put things in perspective, and saved later 
confusion. 
Periodic meetings held by head TAs: Findings from interviews indicated that 
periodic meetings kept program supervisors in a communicative loop as a cohort and 
were administered by the cohort head TA. As Grace, a head TA and program supervisor, 
put it: 
This semester and last semester, I was not impressed with those meetings. 
Basically it was just outlining what things were coming out next. As far as 
training, I don't believe it was training. Those meetings were Filled with so many 
questions and a lot of them were just not able to get answers. I wouldn’t say that 
there is necessarily training. It’s a time for us to maybe calm ourselves down. 
And it's a time for us to share the experiences that we are going through right 
now. So maybe it gives us a sense that we could be each other as peers through 
the whole process, maybe guiding each other through it. As far as training and 
learning something new or getting something more like clarity, I don't think that 
it has been in this case. (Head TA & PS: Grace) 
Grace, presiding over one cohort meeting, frankly acknowledged that the meetings were 
not remarkable regarding professional development. She reckoned them more as times 
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for sharing experience rather than questions and answers because many questions could 
not get answers. 
Program supervisors’ experiences about supervisor meetings could be different 
to some extent as they were in different cohorts. Debby, a program supervisor, 
shared her experience on the point: 
We have our supervisor meetings together where we can discuss things, but 
those discussions usually turn into how we handle certain issues that come up. 
The meetings we have as resource people is more a time for them to explain to 
us policy and handbook information and requirements and expectations and date. 
(PS: Debby) 
From Debby’s experience, the meetings were more about policy explanation, handbook 
information and requirement messages. 
Another program supervisor, Susan extended Debby’s point to how to support 
new program supervisors: 
Don’t you feel like when we try to do some of that in our supervisor meeting, we 
always feel like we are stealing time? There is an agenda and we are supposed to 
stick to the agenda because people have to leave.... I feel like we have such 
bigger things to discuss. But the new people need... sessions to talk what s 
missing. Just try to squeeze in some conversation weekly. We just have a 
meeting every two weeks or every two months... When that situation came with 
the student’s father’s death, that we weren’t doing it in a rushed way, we really 
had a time together to talk about such things. And more seasoned supervisors 
could look at that supervisor and say, you know, it would be ok to back off the 
student right now to let her do that. I think that these supervisors will just learn 
from listen to the perspectives... I mean, so it's not part of a formal training to 
handle those unusual situations. But by having the chance to just brainstorm 
right then and taking different opinions in that setting that new supervisor can go 
away think about and say oh, I respect so and so and I don’t need to push the 
student right now this week. (PS: Susan) 
Susan noticed that there was usually an agenda at the meeting for immediate 
things to discuss and felt that program supervisors had to steal time to share at 
the meeting. She wished to have more sessions to support new program 
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supervisors when issues were up in the field. She believed that through ideas 
exchange among seasoned teachers, it would help new program supervisors cope 
with field issues. 
Findings from interviews indicated that without sufficient opportunity to share 
during the meeting, program supervisors proposed some structured sessions lor this 
specific purpose. For example, Susan, a program supervisor, commented on the point: 
If 1 could choose something, I would choose more formal time to get together 
with a broader range of peers in a systematic way to discuss what works. We 
don't really have time to discuss what works. We're going through a million 
questions we have and there's no time. Some people go on and on about one 
particular intern as we have something we need to say but it doesn't leave a lot ol 
time to talk about the theoretical aspects supervising. That’s missing, I feel. 
There should be sort of structured sessions and we all talk about it. And then 
maybe we save time for challenging students; those of us feel very challenged. 
We can say with this one how you think that I could do. If we have some 
sessions or we could actually study the practice. Then we can talk about next 
step, and really talk about it generally, what has worked for you and that's just 
we talked about our experiences. I have tried this and it works for me. In a 
systematic way, we could do that. (PS: Susan) 
Susan proposed that the program assemble a larger range of program supervisors and 
utilize the sessions for theoretical discourse on aspects of supervision and for problem 
solving on challenging students, practice study, next steps and experience sharing. 
Debby, another program supervisor, had a different perspective: 
It’s also important that the program supervisors meet collectively together in 
small groups to check in with each other, like three or four program supervisors 
getting together, just having that dialogue with each other helps you problem 
solve together. If things come up that are unique, you can kind of share language 
and share experiences with each other. Like something that came up this week 
was inappropriate dress of an intern and how to approach that and how do you 
say that, so it was a really positive to collectively come up with different 
strategies or words you could use to express that to the intern and still respect 
them as individual, but still get across the professional importance of it... they 
are things that you need to still have contact with and discussion about. (PS: 
Debby) 
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On the contrary, Debby recommended small group meetings for problem solving. She 
believed that the type of gathering would enhance supervisory strategies and improve 
language for supervision. 
In summary, the program supports of program supervisors’ development 
included an orientation at the beginning of each semester and on-going periodical 
meetings. The orientation was deemed a time to briefly overview the program, while the 
meetings were times for policy explanation and massage passing, with minimal amount 
of experience sharing. Both types of gatherings did not provide opportunity for 
comprehensive professional development. 
Non-programmatic Learning Channels: Program Supervisor Development 
Findings from interviews indicated that program supervisors learned to perform 
the role mostly through ways other than programmatic preparation. Rather, they learned 
before the job or along the job. 
Cumulative growth from being program supervisors: Findings from interviews 
indicated that seasoned supervisors believed that they developed as program supervisors 
through years of working in the field. As Nancy, a head TA and program supervisor, put 
it: 
I would like to think I myself have grown as a program supervisor, hopefully 
become more productive. There was a lot of trial and error. In the beginning I 
had 4 or 5 interns. It’s a small amount. I was in Highland public schools. I was 
not familiar with Massachusetts's curriculum frameworks. So that I was a little 
bit cautious in the beginning, trying to learn myself before I gave in concrete 
feedback or suggestions. So it was trial and error in the first year in a lot of ways. 
(Head TA & PS: Nancy) 
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Nancy hoped to be more productive after a great amount of trial and error working with 
interns in public schools trying to provide feedback or suggestions in the first year. 
Findings from interviews also indicated that, in addition to trial and error, 
program supervisors received a 2-day developmental session if they came in the first 
year when the merged program started. Nancy was in the group and shared her 
experience: 
We had the training with Dorothy... She was so thorough and it was very 
organized. And they seemed to have the resources they needed at the time... it 
was a 2-day training, which we needed. She was great at applying examples and 
taking assertive of the program and taking the clinical supervision models. She 
really did a pretty thorough job of walking through the expectations of program 
supervisors and the program as a whole... It was a lot of information in two days. 
I remember looking at one of her report, which is 6 pages... But I think she set 
the bar and she made it really clear, what is expected, acknowledged and yet you 
are appreciated that you have different styles of supervision. (Head TA & PS: 
Nancy) 
A former supervisor from the pilot program, according to Nancy, instructed the session 
and introduced the resources and the clinical supervision model that they had utilized 
with interns. She walked through the expectations of the program thoroughly. 
Jay, another head TA and program supervisor, built on Nancy's point: 
When I came to UMass, I was given some training by ECETEC when I initially 
came by someone who I thought was very competent... I feel lucky that I had 
her introduce me to that although it was a lot in a short period of time and I was 
also fortunate to have Tom as my cohort leader because he was very patient and 
helpful throughout that process. So that’s really how I was introduced to 
supervision. That was the only time but Tom, former cohort leader; would 
explain tools informally to me if I had questions. I would ask him, “What doe 
this tool mean?” and he would explain it. (Head TA & PS: Jay) 
In addition to the initial introduction to supervision. Jay also benefited from his former 
cohort leader who explained to him how to utilize the observation tools informally when 
Jay had questions. 
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Program supervisors also learned from ways other than this. According to Susan: 
“I've attended the integrated methods seminars to better understand the held experience. 
I've audited other classes that our interns have taken so that I can put the field 
experience in a larger context, extra efforts that I put in.’ 
Another program supervisor. Melody also had similar ways of learning: 
I am being given the opportunity to take courses. I did take the responsive 
classroom course... Next semester I want to take the literacy course... I would 
like to do that because it keeps me in the note. I also can relate the kids too. I 
cannot tell you how many times I will write, “Look at your responsive 
classroom.” (PS: Melody) 
Melody liked to take courses and found herself more able to relate interns because she 
knew what interns had learned in the university. 
Past experience: Findings from interviews indicated that program supervisors’ 
prior experience set the groundwork for them to perform the role. Following, I utilized 
Debby’s narratives as a case study on the point. Debby, a program supervisor, started by 
stating how some program supervisors learned their roles: 
We all do it in our own ways from what we draw from our other experiences. 
Some people draw from the way they were supervised as a teacher. There were a 
lot of retired teachers that have kind of taken on the role and they maybe do it 
from what they remember how they were supervised by principals or what they'd 
seen. (PS: Debby) 
Debby continued to share her personal compelling story on the point: 
What I learned most about being supervised was I learned what not to do a lot. I 
had supervisors that were not effective support staff and so I tried to remember 
what they did that made me feel uncomfortable. I tried to think of ways I can 
come in and not make them feel uncomfortable. I had a very negative experience 
with my resource person when I was in practicum. It was very unfriendly and it 
was very formal. It was a very formal relationship and I learned a lot from the 
formality in the sense. I learned that when I'm in the professional world, there 
are going to be people that are going to critique everything I do and be very 
formal about things and not be relaxed. So I learned positive things from it, but 
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what I learned most from it was that I didn't want to be a formal person. I want 
to come across more as a colleague than as a supervisor. (PS: Debby) 
Debby learned how to be a program supervisor through the experience of being 
supervised as an intern herself. Nevertheless, that was an experience when she was 
working with an ineffective program supervisor and an experience of mostly counter 
learning - learning what a supervisor should not do, in addition to some positive 
learning. 
Debby shared her other experiences: 
Being a classroom teacher has really helped me in this role a lot. As a 
resource person or as a supervisor, we need to be a good liaison for that mentor 
teacher also. Coming from that perspective and remembering what it was like to 
be a classroom teacher and have all these other responsibilities and then have 
ECETEC hand you a handbook and say, “You have to now do all this other work 
on top,” it has helped me with that perspective, giving teachers some flexibility 
for things and understanding where they're coming from... so it was something 
that didn't come out of one course or one thing. 
When I had interns in my classroom and I had resource people coming in 
to my room. After they would have their meetings with their resource people, 
they'd come back to me and confide in me what had happened. I really listened 
to what they responded. I know certain approaches really turned them off and 
didn't make them want to be reflective. They felt it was phony and not genuine. 
So I also learned a lot from that perspective too. It was very interesting to see 
how they would come back and a lot of them were very positive but then there 
were some negative interactions too. (PS: Debby) 
Being a mentor teacher in the past, Debby learned to know the support mentor teachers 
need from program supervisors through the perspective of a teacher. The experience of 
working and communicating with interns enabled her to know what type of supervisory 
interactions worked and what not. As results of these experiences, she responded to the 
role differently and had a better understanding of what an intern and a mentor teacher 
could be encountering and how a program supervisor could be of help to support them. 
Debby believed that some of these experiences could not be learned through courses. 
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In summary, non-programmatic learning channels lor program supervisors 
development included cumulative growth from being program supervisors through trial 
and error, the very first two-day intensive development sessions, and auditing courses; 
and past experiences as an intern or a mentor teacher. This personal experience of 
learning to be a program supervisor varied from person to person. 
Building a Rationale for Program Supervisor Development: Issues and Concerns 
Findings indicated that a rationale for program supervisor development emerged 
from the data. Jay, a head TA and program supervisor, articulated the reason for 
program supervisor development: 
In supervision, you have those people who are closest to the interns in the 
schools. These interns, most of them, aren't going back into the classroom in the 
university after they graduate. Averagely maybe five percent, not even, might 
decide to go on to do something in the classroom. Majorities are going into the 
schools after they graduate to teach. That’s why they're here. They want to teach. 
So the program supervisor is the closest one to them in teaching and seeing what 
they're doing. Those people have to be qualified individuals who can support 
them through a rocky experience possibly and help them get through it. After 
this, they're on their own. And they need to be prepared after a one-year 
intensive program. The worst thing you want to have happened is [to have] 
somebody who is burnt out after the first year because they weren't prepared 
properly or somebody who goes through this program and they're not properly 
supportive. Anyways, there needs to be a really strong training for program 
supervisors. They're the ones who are going to be working closely with the 
interns and they're the ones who are supposed to have the answers. So they really 
need to be on the same page with the lecturers or professors who are teaching. 
(Head TA & PS: Jay) 
Jay argued that the internship is the most imperative experience for most interns before 
they enter the profession and that program supervisors are the people who work with 
them closely and can support them throughout the journey. Hence, program supervisors 
should be developed to the way that they can provide answers to interns and are on the 
same wavelength with the program faculty members. 
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Another reason that Hannah, a mentor teacher, raised was as follows: 
I think training would be important for anybody in terms of the peculiarities of 
the program. ECETEC in my mind has the distinguishing feature of having 
changed almost every year from its inception. Nothing has stayed the same...In 
my mind that's an important role of the supervisor because... I don't know all the 
new ins and outs and nuances of the program, you know, and so 1 can't advise 
my interns about those things as well as the program supervisor might be able to. 
(MT: Hannah) 
Hannah observed that the program has kept changing since its commencement over the 
years. Additionally, she believed that program supervisors are the ones that 
communicate programmatic messages among the triad, so she urged opportunities for 
program supervisor development. 
Jay, a head TA and program supervisor, built on the point: 
I would hope that they had appropriate training by some sort of professional if I 
were an intern. I would almost assume that the program supervisor would have 
gone through some kind of formalized training, maybe a class or some kind ot 
multi-day workshops... (Head TA & PS: Jay) 
Jay suggested that there be a form of formal development opportunity, such as a class or 
multi-day workshops. 
Findings indicated that participants motioned some issues and concerns 
regarding program supervisor development. Program coordinator, Meg, pointed out the 
reason behind: 
It certainly has to do with our training them... Perhaps we are assuming too 
much that program supervisors know what it means to do clinical supervision. 
To encourage reflection, we were assuming they know how to do that. (PD: 
Meg) 
Meg realized the possibility that the program might have made the assumption that 
program supervisors were able to implement clinical supervision. 
Hannah, a mentor teacher, extended Meg s point by highlighting one problem in 
the development of retired teachers as program supervisors: 
There shouldn't be an assumption that because you have taught, [you could be a 
program supervisor.] You could have been a terrible teacher tor thirty yeais and 
may not have any sense of how to prepare somebody or help encourage 
somebody in the process. That’s why I am saying not necessarily a veteran 
teacher can be someone who has experience in the mentoring process. (MT: 
Hannah) 
She contended that the program supervisor should not assume that you could be a 
program supervisor because you had taught, so that even retired veteran teacheis should 
receive professional development for the role. 
Jay, a head TA and program supervisor, echoed Hannah’s point: “Having retired 
teachers, you take a risk. I wonder about the quality. They could really support the intern 
and help them scaffold them to the point they need to be, or they can really impose their 
own values.” He worried that retired teachers as program supervisors could go different 
directions in supervising interns and that they might impose their own values rather than 
aiding interns in self-reflection. 
Susan, a program supervisor, on the other hand, had a concern about the 
development of new program supervisors: 
One thing I noticed that the new supervisors often intend to be very strict. This is 
what I gain from listening to these experienced teachers who joined our cohort. 
And that's just one example of being so strict that they actually forget about what 
matters for the long term. I don't think we ever really have a chance to only talk 
about what seems to work and what doesn't work and how you can make it better 
and how we feel with other supervisors. I mean you could not. It's really true and 
even with experienced teachers. I've wondered how it must be tor them, it I find 
it confusing this year. By having the chance to just brainstorm right then and 
taking different opinion in that setting that new supervisors can go away, think 
about it and say, “Oh, I respect so and so and I don't need to push the student 
right now this week.” The new supervisors were afraid, “the intern would not 
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respect my role or would not think I mattered.” I've learned that over time that it 
was ok to back off a little bit but still require something be done. (PS: Susan) 
Susan observed that new program supervisors tended to be stricter with interns as they 
were not confident to ease off where they could be of a safe grip. They might not be 
aware that what they were holding tight now might not have a positive influence on 
interns in the long run. She believed that this phenomenon originated from a lack of 
sharing with experienced program supervisors and that, with the support from 
experience sharing as a group, new program supervisors might be inspired with ideas to 
deal with intern issues properly. 
Melody echoed Susan’s point with her experience: 
If kids were having a hard time, like with a death of a parent. I would meet with 
the intern and let her cry and I went in.. .1 took a deep breath and 1 suggested that 
she not call her parent during school. I know that she was having a hard time; 
she was worried about her mother. But right now your professional life is here 
with these students and they can tell that she was crying. She said, “I can't 
believe that they will ask me why I am sad. And they know my dad died.” I 
would say to her that they think they are making you sad. They don't need you to 
look sad. It’s not helping them and it's not helping you. My feeling is Take it if 
you are so sad.’ But if you still are sad, do not look sad, feel sad, or act sad 
when you are with five and six years old. That’s not your role right now. You are 
now not a daughter. You are the teacher. (PS: Melody) 
Unfortunately, Melody’s experience confirmed Susan’s observation. Melody 
encountered an unusual situation of an intern whose father died during her internship 
and what she advised the interns was to refrain from calling her mother during school 
and from showing her feelings to young children because she was a teacher. 
Jay, a head TA and program supervisor, returned to Susan's point regarding the 
development for new teachers: “...the trainings now aren't elaborate enough. They can’t 
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possibly answer all of the questions of new program supervisors. The training is not 
appropriate.” 
Susan shared her experience as a colleague: 
In the beginning I was sending them everything I could think of. I wasn't sure il 
other people are doing that as the letter that I send out to introduce myself to 
interns and to the classroom teachers or examples of what I might write for 
feedback. I sent something to Melody recently. She was wondering that the 
narratives may look on the PPA. She was worried about them so I sent her a 
sample and showed her how in fact you can start earlier than the end. She so 
appreciates every time I send her something. (PS: Susan) 
Knowing the inadequate development of new program supervisors, Susan tried to 
support new colleagues in the same cohort by sharing with them resources she had, such 
as the letter of introduction to families and feedback on PPA. 
Melody responded to the support from colleagues: 
...1 got mixed messages. The kids said, “No one is looking at this. And so I 
shared it at our meeting. What I do with that is...this is going to be like a 
portfolio. I love being able to talk to other supervisors. I love the fact that I can 
email Grace or Nancy and I do a lot of emailing with Susan. I had no idea about 
the PPA. I had no idea how I was supposed to do to evaluate. (PS: Melody) 
Melody noticed that she had some mixed messages with interns about how to deal with 
documents and brought it to the discussion with colleagues at the cohort program 
supervisor meeting. She also appreciated that she could email with other program 
supervisors to get ideas regarding how to evaluate PPA. 
Following was a case study of a doctoral student as a program supervisor, Harry. 
Before that, the two exceipts below illustrated how one of Harry’s mentor teachers, 
Hannah, described about him and the interactions among their triad: 
This particular supervisor became a supervisor at the last minute readily 
admitting that it was new to him and that he wasn't sure exactly what the 
expectation was. I have tried speaking to him a couple of times about it. He 
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hasn't been very receptive. Fortunately, Edith hasn't had a whole lot of issues this 
semester. So I haven't needed the program supervisor. If I have needed the 
program supervisor, I am not sure what we would have done. 
I don't know what the program supervisor's expectations are in terms of 
writing something up. But in every other three-way meeting I have had until this 
year, the intern would speak, I would speak, and then the program supervisor 
would speak. That didn't happen this year. The intern spoke, I spoke, what we 
said was recorded. They would write it down, type it down whatever we said. 
But the program supervisor had nothing to add. I feel it's because this semester 
particularly. The person had not observed, had not really watched this individual, 
didn't get to know her, and so didn't have much to add. It’s a very different 
experience this semester... (MT: Hannah) 
Hannah complained that the new program supervisor was not fully aware of the 
expectations and that he did some things different than other supervisors in the past. 
Harry, nonetheless, explained his belief as a program supervisor in the first 
interview: 
I don't want the fact that I have a scheduled visit and the fact that it's a formal 
observation. To add that much more pressure to them when they're already under 
the pressure of just figuring out how to teach. Let alone having somebody come 
in and observe them. Having to do, how intense we even make that observation 
process for the interns! It's very valuable in terms of the feedback. But 
sometimes when people are overly stressed out or they're focused on certain 
priorities that are more concerned with the institutional requirement of the 
observation rather than mentoring interaction or relationship, it could be less 
productive. Maybe they will hear less of what is really the most important which 
is what happened there between them and the students. (PS: Harry) 
Harry believed that mentoring interaction and relationship between interns and mentor 
teachers were more productive than those between interns and program supervisors. 
Additionally, Harry was concerned that the supervisor's observations might add 
additional pressure to interns. 
Hairy continued to recall his experience: 
To tell you the truth, when I went in for the first time to introduce myself, I ran 
into a few conversations where mentor teachers were sitting eating lunch. Some 
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of the more experienced asked me, “What's your background ? meaning. Have 
you taught before?” (PS: Harry) 
Recalling his first trip to the school, Harry realized that he was under a qualification 
check by mentor teachers. 
In the following exceipt Harry depicted an episode: 
She said in her email, “If things have changed regarding the expectations or the 
requirements, please inform me. And I replied saying, “I don t know if they 
changed because I only know them for what they are starting the spring of 2006 
which when I started the job.” So she said, “Well maybe I need to take this with 
Meg,” and I said, “I guess yes. You probably do because other than us having an 
understanding about your expectations for what you think I should be doing to 
support you, it's good that we're talking about that. But I'm only telling you what 
the requirements are that I know from my job. And while spending a lot of extra 
time in the classroom is ideal from your perspective, perhaps for the intern, I 
don't necessarily feel that way. They have enough supervision from the mentor 
teacher as long as the collaboration with the mentor teacher is going smooth. I 
don't want to be adding more input as one the interns had said to me before. 
That's a lot for them to take in and to be worrying about teaching every day.” 
(PS: Harry) 
Without knowing well about the historical intricacies of the program as a result of his 
newness, Harry ran into a tough situation with one of his mentor teachers, who emailed 
him questioning about his commitment in spending more time observing his interns. 
Harry further illustrated his acts as a program supervisor: 
There was an issue about getting late feedback on the lesson plans and the 
number of being around more in terms of they're not being stressed when the 
interns are observed. I have made it clear to my interns, “Any time you need me 
or need support from me, please contact me. Otherwise, I am not going to be 
breathing down your neck because I know you are dealing with enough as it is. ’ 
I felt confident that if an intern needed more assistance or support or had a 
problem that I had tried to make myself approachable. I don't feel that spending 
another extra number of hours doing all the extra observations to monitor in that 
way was part of my job. It wasn't told to that I need to. Otherwise it would be 
laid out as part the program supervisor's responsibilities that in addition to one 
informal and two formals that you need just to get acquainted. (PS: Hairy) 
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Harry recalled what happened and reasoned about his acts along the way as a program 
supervisor. He made sure that he cleared with his interns that any time they needed him 
for support he would be there. Concerning extra commitment in observing interns, 
Hairy did not regard it as part of program supervisors’ responsibilities, as it was not 
addressed in the handbook. 
Harry continued: 
I've tried to let them know not to oveiplay the observation for my part. I don't 
think that is the most important thing you need to focus on right now. As far as 
I'm concerned, they're going to meet their requirements for ECETEC. I'm 
focusing principally on the feedback from the mentor teachers about the 
performance of the interns in their classrooms. Granted they need to be doing 
their lesson planning, for me the most important thing is the intern right now is a 
teacher. They’re not an intern. They're a teacher. Every time I meet with them I 
want to remind them that I do have the bureaucratic power to come in and help 
mediate issues between them and the teacher as necessary. (PS: Harry) 
The above statement demonstrated that Harry's major attention was to oversee the 
relationship between interns and mentor teachers whether the interns were granted 
opportunities to teach, where he would not compromise, rather than extra observations 
or quick lesson plan feedback. 
Below was Harry’s reflection at the second interview: 
Maybe everyone else is doing that and I'm the only one who's not doing as much 
of that walk through. I told the teacher that I’d need to talk to my coordinators to 
clarify. I also want to make sure that I'm clear about what the expectations are 
for me. It's not necessarily her fault. Just going by what I've seen in the program 
guide. I've communicated everything with the coordinating TA. I didn't have any 
indication that I needed to be spending a lot more time in their rooms. (PS: 
Harry) 
After reflecting the entire episode with the mentor teacher, Harry started to introspect 
himself. Though still finding no indication for himself to spend additional time in the 
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classroom after talking with the head TA, he wondered whether he was not doing as 
much checking in as other program supervisors. 
Harry further reflected upon the experience: 
Given the bureaucratic confinements ot the job and how much you get paid, all 
of those things we have to take into account of the employment and the job. We 
can't expect people to be doing all these things and making all these 
contributions that are beyond the scope of what they re hired to do. It s just 
reality and logical. ECETEC had other support structures around them. There are 
a lot of other people around them to support them and they have the mentor 
teacher and the mentor teachers have done this before. If they were new to 
having interns or they were student teaching in a classroom with a teacher who'd 
only been teaching two years, that would change entirely how I would feel my 
job is to support them. (PS: Harry) 
Harry’s comments indicated that, given the compensation for the job, program 
supervisors should just implement what was listed on the handbook, in the consideration 
that interns had the regular support from experienced mentor teachers. However, Hairy 
would interpret the role differently when mentor teachers were new 01 inexpeiienced 
teachers. 
After venting his first feeling toward this instance, Harry was able to conclude 
this troubled experience by giving the following reflection and suggestions: 
The teacher was doing her job in terms of being concerned for the intern. It’s 
also the dynamic of who this teacher is, the context of the relationship with 
ECETEC, and their perceptions of what needs to be going. And I don't think that 
it's not my responsibility. I'm going from my perspective. Maybe I wasn't 
listening the day we had the orientation or maybe there wasn't time for it. It's a 
limited understanding of the program too. I would suggest an orientation at the 
beginning of the semester at least to avoid any of these types of 
misunderstandings. As someone who’s new to ECETEC, ECETEC in general 
[needs to] have that type of mediated, facilitated discussion so that precisely we 
might have more mechanisms to communicate or to facilitate. A lot of the things 
that I'm reflecting on now related to possible points of miscommunication or 
misunderstanding that need to be thrown out there upfront. (PS: Harry) 
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Finally, Harry agreed that the mentor teacher was fulfilling her job but it was also 
because of who the teacher was in terms of her expectations and her historical 
relationship with the program. He also confessed that it could be because he was not 
attentive at the orientation or because the time was limited. As results of all these, he 
suggested providing new program supervisors with an orientation at the beginning of the 
semester and a mechanism of facilitated discussions so as to help prevent 
miscommunication or misunderstanding in the field. 
Findings from interviews also indicated that there were some other issues or 
concerns about program supervisor development. For instance. Melody had an issue 
with certain observation tools: 
They have asked me to do the enthusiastic one. I really don't feel comfortable 
using this tool. It's terrible. I don’t think it’s the rubric. If you get a number one, 
you are maniac. You are vocal to delivery high, great and sudden change from 
rapid excited speech to a whisper varied lifting uplifted intonation, many 
changes in tone pitch. So I am thinking the rubric should be changed. It's 
maniac; it’s pathetic. I just think it’s a ridiculous rubric. (PS: Melody) 
Melody had a dislike of an observation tool - the enthusiastic rubric, which she 
criticized as “a ridiculous rubric,’' because she did not know clearly how it should be 
used and how she should explain the results. 
Victoria, an intern, commented on another issue: 
Maybe something that could have been prepared for [is that] there needs to be 
more communication between the expectations of the program and of the 
program supervisors as well as the mentors. I was actually told conflicting 
information in regard to my PPA file. One of my instructors who is also a 
program supervisor but he’s not my program supervisor, told me one thing about 
the PPA. Then when my program supervisor was looking at the PPA, she told 
me a different expectation. They had a different idea of what it should look like. 
So there should be more communication there and have the expectation be the 
same and consistent. (ST: Victoria) 
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Communication was a concern of Victoria, who had an experience ot cioss messages 
with respect to PPA from her program supervisor and a course instructor. In order that 
program supervisors were able to work in alignment with the program, Victoria 
suggested that program supervisors have better communication about expectations with 
other related people in the program. 
In summary, program supervisor development was important because it affected 
the efficacy of program supervisors who supported and provided interns with answers 
during internship that could be influential for the majority of the interns who were more 
likely to stay in the profession after this experience. Additionally, it would keep 
program supervisors abreast along with the program as it is still evolving. 
Results indicated that the program assumed, however, that program supervisors 
knew what it meant to do clinical supervision. Issues and concerns, thus, arose horn 
new program supervisors recruited from retired teachers and doctoral students, who 
were not provided with professional development in how to perform the role. Former 
retired teachers tend to be stricter, imposing personal values to interns and knowing 
little about requirements. By the same token, doctoral students were inclined to bring in 
and stick to their own theory and have little knowledge about program expectations. 
Consequently, there were more miscommunications and misinterpretations. 
Program Supervisor Development: Implication Plan of Action 
Findings from interviews indicated that in order to effectively perform this role 
there were areas that program supervisors should be prepared. The most salient areas tor 
program supervisor development included: a) the knowledge of clinical supervision, b) 
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the theory and construction of the lesson plan, and c) the knowledge of interns’ 
coursework. 
The knowledge of clinical supervision: Interview findings indicated that program 
supervisors in the program had a wide spectrum of knowledge about clinical 
supervision. Some were very knowledgeable, such as Debby, whose comments below 
highlighted the importance of having the knowledge of clinical supervision: 
The supervision... course is so important. You can be a natural mentor and have 
a great personality and communicate to people and be the communicator, but if 
you don't have that way of collecting data and that way of a kind of techniques 
and organized ways of communicating, the structure of it, you can’t have a 
natural affinity to working in this role. It makes me feel so much more confident 
in my role that I'm not giving my opinions to them on my teaching and I can't. 
You can be wrong with your opinions. Your perspectives might not always be 
helpful. But when I have the data in front of me, I am very confident to share 
that data. Then ultimately questions come up. I can give my advice or my 
opinions about the data. I'm not giving my opinions about the individual as a 
teacher... they learn so much more. They can't take it as an accusation or 
criticism from me if it's in front of them. So if I notice there is someone who 
does not have strong behavior management and that's my opinion, “I don't think 
you are very good at managing behavior’’ but 1 can do an on off task data 
collection and show them that everyone was off task through the last fifteen 
minutes of your lesson. They see for themselves. It’s not me making an opinion 
about their teaching. It's them seeing, and the only way you can learn how to do 
that is by taking a course on how to use the tool. (PS: Debby) 
Debby, a seasoned program supervisor, a former mentor teacher as well as a former 
intern, reasoned the importance of having the course of supervision. She believed that 
the supervision course prepared a supervisor the techniques of data collection and the 
structure of communication. The learning prepared a supervisor the ability to distinguish 
an opinion against a tact reflected from data objectively collected duiing an obseivation. 
This data-driven communication established a supervisor’s confidence and assurance in 
advising interns. 
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Debby described how she supported interns with clinical supervision: 
In order to help them be reflective teachers, we need to have tools and data and 
strategies in place and a system, the clinical model system. I know some 
program supervisors do it effectively through email. But because I took the 
course I see the value in the face to face. For example, I did my pre-conferences 
this past week before their lead teaching and I did it by phone... it kind of 
opened the door for us to discuss other aspects of their teaching and that's what 
missing when everything is done over email. (PS: Debby) 
In order to foster reflective future teachers, Debby stayed loyal in implementing each 
step entailed in the process. She viewed the value of the clinical supervision system and 
conducted it based on what she learned. 
Cathy, another program supervisor, described what she had to do during a pre¬ 
observation conference: 
It’s a belief that the way I can be of assistance is before a lesson. “What’s going 
to happen when you did this? Are you sure you want to hand out this material ? 
What questions are you going to yield?” And I'm going to ask you some 
questions about the book. (PS: Cathy) 
Cathy’s comment revealed the possibility that once a belief system has been established, 
loyalty of carrying out the system is more likely to be assured. In other words, when a 
program supervisor is used to the reflective clinical supervision model, she/he is more 
likely to pursue it on the job. 
Conversely, findings indicated that without any formal development of clinical 
supervision, program supervisors could have reverse behaviors and attitudes towards the 
required practice. Following, as an example, I examined the case of Grace, a head TA 
and program supervisor, who had little background in clinical supervision. She shared 
her experience of learning about clinical supervision: 
I've never been properly trained about using the tools. I remember probably the 
best training I sat through was when Dorothy did a presentation. That was the 
only time that I felt is meaningful. It was more meaningful because I was new 
and I paid closer attention toward what's going on. I wanted to do the best job. 
And I wanted to make sure that it was clear to me. But I don't remember sitting 
through training after that. I never remember being properly trained to use the 
tool. I do remember trained to do a formal observation, not the actual clinical 
model doing, but the write up doing by getting copies of Dorothy's. (Head TA & 
PS: Grace) 
The only learning opportunity Grace had was through the two-day orientation presented 
by Dorothy, a doctoral student and former TA from the pilot program. Grace paid close 
attention during the sessions and had a copy of Dorothy's write up of the observation, 
but she noticed that she was never taught how to use the observation tools. 
Below Grace commented on the pre-conference: 
I don’t see at all the purpose of the pre-conference and even with the explanation 
of the aim and all the different things that they are going to do. I see the reason 
behind me wanting to see the lesson plan before and I send it back the feedback. 
But the pre-conference, you know choose the tool you want, why you want to 
choose the tool; they write in the same three objectives that they've written at the 
beginning of the semester as part of the action. And the little piece changes 
somewhat, but practically pretty much remains the same. And a lot of time, they 
got pretty small about it. They just copy from their lesson plan onto that. So they 
don't even note for that. There could really be something on top of the lesson 
plan. They are on top of the lesson plan already. I don’t need to pre-conference to 
tell them that. I guess that’s the teacher aim's part is what the pre-conference is 
all about. That’s plenty enough for the pre-conference. It real is. I don't think I 
should go home and type something all up. (Head TA & PS: Grace) 
In the course of supervision, Grace did not see the purposes of the pre-observation 
conference. She figured that discussing about a teacher’s aim and what tool to use were 
things that this conference was all about. 
Following, Grace commented on the post conference: 
I just start with talking about the lesson. Then I showed them the tool that they 
actually asked me to use. And [they] basically look at the information that I have 
taken from that tool. And from that I go into my overview of the lesson in 
general, what I thought about it. Of course, it’s very tedious. You have to go over 
the model that we are using and ask those questions and have them answer them. 
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That part I am not really keen on. I don’t think the post conference needs to be 
written up the way it is. I don't necessarily think they need to be able to read it. I 
don't even see they really need documentation for that post conference. I think 
it's straight forward enough that they have to sit and talk about it. I think the 
discussion can go in so many directions. If we didn't have to follow this strict 
outline, saying doing this, this, this. We could probably give feedback from 
multiple perspectives, what we see and what they see. We are just going back to 
the senseless thing, oh look at the tool, following that clinical model. Something 
looks great on paper, horrible in practice. The post-conference gets a little 
personal sometimes. It just depends on what angle it goes in. (Head TA & PS: 
Grace) 
At the post-observation conference, Grace presented the data collected during 
observation and gave an overview. Admitting not to be keen on following clinical steps, 
Grace proposed to be straight forward and to just sit and talk about the lesson. She felt 
confined having to follow a structure of communication driven by the data. 
Finally, Grace articulated on the observation report: 
I mean a lot of time you are doing general 10 minutes introduction. She does her 
share. He does his share. And you do yours. When you are drawn immediately to 
follow that outline; what are your strengths you think? And then I am writing 
this down. Your mind is focusing on you need to make sure you get these notes 
so when you get home you can type it up. You wouldn't pay attention. I could be 
much more attentive and probably give much more feedback if we just had an 
oral conversation. What is the harm that we are on the oral conversation? 
Whereas the program, if you are afraid that people are out not doing their job, 
then you are not doing a good job recruiting your program supervisors because 
we should want to do this and we should be able to do this. It seems like they 
want a paper trail to follow if we are doing our job or not. That's how I look at 
all the paperwork. (Head TA & PS: Grace) 
The requirement of taking notes during the conference, as Grace was concerned, took 
away her attention to provide feedback. Grace was wondering the purposes of writing 
up the field report and wished that the program did not have to use the report to track 
program supervisors’ work. 
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Other findings from interviews indicated that many program supervisors had 
learned about clinical supervision at various points of their lives. For example, Jay and 
Nancy took a course of supervision in their graduate study. The following two excerpts 
were the descriptions of their learning experiences in the course: 
Last semester I did take a supervision class with Penny and that was wonderful. I 
wish I would have had it earlier on and that really made me start thinking about 
how to do observations, how to use the clinical supervision model. She really 
breaks down the supervision model. She talks about questioning, how to 
question students, how to be a good listener, how to keep notes, how to get 
feedback both strengths and next steps. I would highly recommend that 
ECETEC made that mandatory first semester for anybody who's doing their 
program supervising position. (Head TA & PS: Jay) 
It’s the experience in the [supervision] class. Here is the tool that we can collect 
the data that we can look at and talk about. The observation piece is consistent 
with what the teacher was saying in the sense that I have been pretty good with 
trying to collect the data and go from there. And give them details from what I 
have seen and trying to make it not so much subjective obviously and trying to 
make it as objective as possible. (Head TA & PS: Nancy) 
In the course. Jay and Nancy learned how to take notes, how to pose reflective 
questions, how to be listeners, and to provide objective feedback about strengths and 
next steps - the knowledge and application of the clinical supervision model. 
Other program supervisors, who were also former teachers, learned about 
clinical supervision when they were graduate students. For example, Debby stated, “In 
my circumstance, everything I learned was through my supervision master's course." 
Melody also stated, “I got clinical supervision in my master's." 
Jay commented on the point: 
I would recommend that that course be recommended or mandatory for anybody 
who's going to be a program supervisor. I would highly recommend that 
ECETEC made that mandatory first semester for anybody who's doing their 
program supervising position. If you have new program supervisors, they should 
really understand the clinical cycle model and how that works. If it comes with 
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practice but you don't understand anything about it, then the whole observation 
process is going to be thrown off... (Head TA & PS: Jay) 
Realizing the critical effects resulted from the fully grasping ol the essence of 
supervisory concepts. Jay suggested that a supervision course be recommended or 
mandatory to all program supervisors, especially for new program supervisors in the 
first semester of the job. 
Debby echoed Jay's point: 
I don't think you could train in one day what we need to know. Being an 
effective trainer, it took a whole semester course. I really think it needs to be a 
semester. I don't think you can learn how to supervise people effectively in one 
workshop. In an ideal situation, I would want to require that there be a course, a 
supervision course. (PS: Debby) 
Debby did not trust in a one-shot preparation, such as one workshop; rather, like Jay, 
she believed in an entire-semester study of the supervision course. 
The theory and construction of lesson plan: Findings from interviews indicated 
that the lesson plan was a gray area that the program failed to address when they 
requested the program supervisor to take up the undertaking. As Nancy, a head TA and 
program supervisor, pointed it out: 
A lot of the lesson planning falls on the program supervisor. I'm not convinced 
that the program addresses it. I don't think the program supervisor's as a whole 
have ever sat down and gone over expectations or made it, not that it necessarily 
has to all be on the same page. But I'm not so sure about the adequate amount of 
time was given to program supervisors in regards to training, how ECETEC 
wants lesson plans. (Head TA & PS: Nancy) 
Nancy believed that program supervisors were not provided with opportunity to sit 
down and discuss about what the program was looking for with the lesson plan. 
As a head TA and program supervisor, Nancy was able to witness how the 
lesson plan was changed and communicated. She illustrated what she observed: 
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The lesson plan is discussed at two forums, but that was really it. When it did 
seem to be an issue in the fall, Cathy put together that skeleton on. [As] that 
went out, Bath was like, “That's not how I want the objectives/' What I saw, the 
way Cathy did it using those words like “will be able to" or “will be able to 
write.” That’s very beneficial for a lot of interns in the beginning. They need that 
and think that allows them to match up the assessments a little more closely. I 
understood Bath's point at the same time. She was saying that she wants it to fall 
to the backward design, but she wants them to have the overall objective in that 
broader sense. So those are two very different things. And that was never really 
established. Bath touched base with Debby and me at the time. We were the only 
two program supervisors in our cohort. She said, “This is what I'm looking tor. 
Please direct them like this." But I saw some of Debby's students’ lesson plans 
and even some of mine; they weren't like that. The kids keep going back to that 
more concrete, measurable and the teachers encourage that. From the teachers 
that 1 spoke with, some of the Amherst teachers and some the Highland, they 
need these very measurable, concrete three simple objectives. So that is 
something that would benefit a little more clarity with the program supervisors 
all being on a similar wavelength. (Head TA & PS: Nancy) 
Nancy disclosed that a communication about the change of the lesson plan took place 
among a limited number of faculty members and program supervisors and that it did not 
involve all people who were supporting interns in lesson planning to reach a common 
understanding. 
Nancy furthered her comment: 
Everyone obviously who does this job has some kind of experience with 
teaching so has some kind of knowledge of lesson planning. Obviously we're all 
trained at different places and in different ways and have different theories and 
different interpretations of those parts of a lesson plan. Here we were all give the 
same exact lesson plan with the little teeny explanation under whatever the 
standard form is. Even this past semester, it showed how differently all the 
different program supervisors interpreted it. But it would be something 
beneficial to have a little consistency. When they switch the program 
supervisors, it is really beneficial. That’s hard to change gear in the middle. You 
also have taken into consideration if the program was completely on the same 
wavelength. All the program supervisors have to take into consideration the 
supervising practitioner's point of view. That's one of my concerns. (Head TA & 
PS: Nancy) 
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Nancy was concerned that with little explanation ol lesson planning, program 
supervisors were not working on the same wavelength. She argued that program 
supervisors had different experiences and theories about lesson planning because of 
their backgrounds, which led to inconsistent interpretations about the lesson plan. When 
in the next semester program supervisors switched interns, the discrepancy in practices 
among each other caused problems to the next pairs of program supervisors and interns. 
Susan, a program supervisor, also commented on the point: 
I don't feel comfortable asking things. I don't understand the value of them. So I 
try to think it through why they have to do the lesson plan. And then I can 
express them. I spent too much of my time sometimes explaining and finding the 
value of them... (PS: Susan) 
Susan confessed that she did not understand the value of some components of the lesson 
plan. But because she did not feel comfortable asking questions, she had to spend extra 
time to figure out and justify what the lesson plan meant to her. 
The knowledge of interns’ coursework: Findings from interviews indicated that 
there was a call for program supervisor development on what interns were learning in 
the courses. As a head TA and program supervisor, Grace, put it: “We are out there 
doing observation... and we don't even know the assignment guidelines. We don't know 
the expectations. We don't know how they got from the beginning to the point that we 
are sitting in the classroom watching the lesson.’' 
Jay, another head TA and program supervisor, supported the point: 
There needs to be definitely some intense training for program supervisors. If 
they're going to teach about understanding by design, constructivist and 
integrated units, then the program supervisors should have appropriate training 
so that we can support the interns in those different areas. We should know what 
they're doing or how to support them. If they're going to be promoting 
constructivism and understanding by design, then we need proper training in 
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those areas. I don't talk about those areas. Maybe some of that is because ot my 
own insecurities and knowledge in those areas. I need to have proper training 
like everyone else. The same with constructivism, I would need proper training 
and that should be part of it as well. We should know what's going on in those 
classes too. We should have a clear understanding ol those theories because we 
can't properly support them if we don't know them ourselves. (Head TA & PS: 
Jay) 
Jay unveiled his own experience in supervising interns in areas that he was not familiar 
with, saying that he simply tried to avoid touching the areas. In light of this, he 
articulated the needs for having a clear understanding of theories interns were learning 
in order to support interns effectively. 
In summary, an implication plan of action derived from issues and concerns tor 
program supervisor development included three areas. First of all, there was a wide 
range of understanding about clinical supervision among program supervisors. The 
better equipped were inclined to stay loyal in implementing the steps of clinical 
supervision. On the other hand, the less had a more reverse attitude towards the data- 
driven, objective model. Hence, it was suggested that a supervision course be 
recommended or mandatory to all program supervisors, especially for new program 
supervisors in the first semester of the job. Further, lesson plans were suggested to 
communicate to program supervisors, who all had prior experiences doing lesson 
planning yet coming with different theories, which caused problems in the second 
semester, when all interns switched program supervisors. Finally, program supervisors 
were suggested to know what interns were learning in the courses lest they should avoid 
touching upon areas that they were not familiar with. 
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CHAPTER 6 
PEER COACHING 
Chapter 6 concentrates on peer coaching. The research questions addressed in 
this chapter are - a) To what extent does peer coaching help preservice teachers’ 
development during student teaching? b) How does a peer coach learn his/her role? 
How Peer Coaching Helped Interns During Student Teaching 
This section reports the results about the roles and influences of peer coaching. It 
covers both survey and interview findings and addresses on: a) the influences of peer 
coaching during student teaching and b) the roles of peer coaching. 
The Influences of Peer Coaching During Student Teaching 
Findings from the survey regarding rating peer coaching’s helpfulness to interns 
learning to teach (see Table 17) indicated that 4 program supervisors (33.3%), 24 
mentor teachers (48.0%), and 31 interns (59.6%) rated peer coaches always/usually 
helpful. Six program supervisors (50.0%), 14 mentor teachers (28.0%), and 13 interns 
(25.0%) rated sometimes helpful. Two program supervisors (16.7%), 3 mentor teachers 
(6.0%), and 8 interns (15.4%) rated seldom/not helpful. Nine mentor teachers (18.0%) 
were not sure. Findings demonstrated that program supervisors were more skeptical and 
that interns were more optimistic about the influences of peer coaching to interns 
learning to teach. 
Table 17 
Rating on Peer Coaching's Helpfulness to Interns Learning to Teach 
Program 
Supervisors' 
Mentor 
Teachers’ 
Student 
Teachers’ 
Frequency Percent Frequency Percent Frequency Percent 
Always helpful 0 0 8 16.0 17 32.7 
Usually helpful 4 33.3 16 32.0 14 26.9 
Sometimes helpful 6 50.0 14 28.Q 13 25.0 
Seldom helpful 0 0 2 4.0 7 13.5 
Not helpful 2 16.7 1 2.0 1 1.9 
Not sure 0 0 9 18.0 0 0 
Total 12 100.0 50 100.0 52 100.0 
Findings from the survey regarding rating peer-coaching helpfulness to interns 
learning about clinical supervision (see Table 18) indicated that 5 program supervisors 
(41.1%), 18 mentor teachers (36.0%), and 19 interns (36.5%) rated that peer coaching 
was always/usually helpful. On the other hand, 7 program supervisors (58.3%), 32 
mentor teachers (64.0%), and 33 interns (63.5%) rated that peer coaching was 
sometimes /seldom/not helpful or they were not sure whether peer coaching was helpful. 
Findings demonstrated that the majority of the respondents believed that peer coaching 
did not help too much when interns were learning about clinical supervision. 
Table 18 
Rating on Peer Coaching Helpfulness to Interns Learning about Clinical 
Supervision 
Program Mentor Student 
Supervisors’ Teachers’ Teachers’ 
Frequency Percent Frequency Percent Frequency Percent 
Always Helpful 1 8.3 6 12.0 6 11.5 
Usually Helpful 4 33.4 12 24.0 13 25.0 
Sometimes Helpful 2 16.7 14 28.0 18 34.6 
Seldom Helpful 4 33.3 4 8.0 12 23.1 
Not Helpful 1 8.3 1 2.0 3 5.8 
Not Sure 0 13 26.0 0 0 
Total 12 100.0 50 100.0 52 100.0 
232 
Findings from the survey regarding rating emotional support from peer coaches 
(see Table 19) indicated that 8 program supervisors (66.7%), 33 mentor teachers 
(66.0%), and 44 interns (84.6%) rated that peer coaches were always/usually helpful in 
emotional support. Findings revealed that more interns believed that they received 
emotional support from peer coaches than program supervisors or mentor teachers. 
Additionally, 4 program supervisors (33.3%), 17 mentor teachers (34.0%) and 8 interns 
(15.4%) rated that peer coaches were sometimes/seldom/not helpful or they were not 
sure or the answer was missing. After a close examination, findings revealed that a 
number of mentor teachers were not very clear about peer coaching in practice. 
Table 19 
Rating on Emotional Support from Peer Coaches 
Program Mentor Student 
Supervisors’ Teachers’ Teachers’ 
Frequency Percent Frequency Percent Frequency Percent 
Always Helpful 5 41.7 22 44.0 27 51.9 
Usually Helpful 3 25.0 11 22.0 17 32.7 
Sometimes Helpful 3 25.0 4 8.0 5 9.6 
Seldom Helpful 0 0 0 0 2 3.9 
Not Helpful 0 0 1 2.0 1 1.9 
Not Sure 0 0 12 24.0 0 0 
Missing 1 8.3 0 0 0 0 
Total 12 100.0 50 100.0 52 100.0 
In summary, among the three areas, survey findings indicated that peer coaching 
was considered less helpful in areas of learning to teach and learning about clinical 
supervision. However, a further analysis revealed that peer coaching was actually rated 
as sometimes helpful in both areas by most of the rest respondents who did not rate it as 
always/usually helpful. These results demonstrated that peer coaching was potentially 
helpful to interns when they were learning about teaching and clinical supervision. On 
the other hand, peer coaching was believed to be significantly helpful in the area of 
emotional support, especially supported by most interns. 
The Roles of Peer Coaching 
Findings from interviews indicated that participants utilized a variety ol 
analogies to interpret peer coaching, which illustrated the facets ol peer coaching in 
ECETEC. These analogies consisted of a two-way street, a retreat/a reality check/a 
reality check, a friendship/a pep rally, a contorted mirror, and a chore. Each of the 
analogies depicted at least a phenomenon of the experience from a certain perspective. 
Collectively they composed a more complete picture of how the participants perceived 
of the overall peer coaching experience. Firstly, the analogies were represented 
numerically in a grid below (see Table 20) to display a general picture ol the numbers ol 
participants who agreed to the same analogy. Secondly, the numerical findings were 
interpreted. Finally, each analogy was illustrated using the supportive excerpts to delve 
into the richness of the experiences. 
Table 20 
Number Counts of Participants for Each Analogy of Peer Coaching 
Analogy 
Counts of 
PSs 
(N=8) 
MTs 
(N=7) 
STs 
(N=8) 
N=23 
1 A two-way street 6 6 8 20 
1 A retreat/a reality check 6 7 6 19 
3 A friendship/ a pep rally 4 6 T1 15 
4 A contorted minor 4 2 6 12 
5 A chore 4 2 3 8 
* PSs= program supervisors MTs= mentor teachers STs= student teachers 
N= Total number 
The first three analogies revealed positive properties of peer coaching, whereas 
the last two suggested negative properties. First, findings from interviews indicated that 
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peer-coaching experience was a two-way street in the perceptions ot 6 program 
supervisors (75%), 6 mentor teachers (86%), and 8 interns (100%). Findings indicated 
that most participants believed that peer coaching served as an opportunity for an intern 
to be a teacher and as a learner simultaneously. Additionally, peer coaching was 
considered a retreat/a reality check for interns, a point supported by 6 program 
supervisors (75%), 7 mentor teachers (100%), and 6 interns (75%). This analogy 
demonstrated that interns were significantly refreshed and gained new insights into 
student teaching through peer coaching. Further, peer coaching was like a friendship or 
a pep rally, with 4 program supervisors (50%), 6 mentor teachers (86%), and 5 interns 
(63%) supporting the point. This analogy showed that participants deemed peer 
coaching occasions for emotional support. 
While only 4 program supervisors (50%) and 2 mentor teachers (29%) regarded 
peer coaching as a contorted minor, 6 interns (75%) perceived peer coaching an 
experience like looking into a contorted miiTor, which indicated that this experience 
confused most interns just as the contorted mirror that was not clear and twisted at 
places. Finally, 3 interns (38%) perceived peer coaching as a chore, something not 
important but to get completed, with 4 program supervisors (50%) and 1 mentor 
teachers (15%) supporting the point. These results indicated that one half of the program 
supervisors were worried and voicing out loud about peer coaching being taken as a 
chore, whereas only one third of the interns and very few mentor teachers believed so. 
Below I would explore the depth and width of each analogy with exceipts from 
interviews. 
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A two-way street: Findings from interviews indicated that peer coaching served 
as a two-way street, where both the observer and the observee benefited from the same 
observation. As Hannah, a mentor teacher, put it: “I see it's a two-way street." An intern. 
Sophie, also stated, “...it's not just one way that you get from mentor teachers and 
supervisors.” Caitlin enhanced the point by sharing her experience: “It’s like being a 
teacher and a student at the same time because you leam from your peers but you also 
tell them what their next steps and strengths are in the lesson. That was a way like 
teacher/student.” 
Maria, another intern, supported the point: 
They want it more for the other person that you are watching and giving them 
advice. But it’s really very beneficial for yourself because you are giving 
yourself advice for what you shouldn’t do or you should or like to do it. “Well, 
this is a good idea and I would like to do that too with my own students.” I think 
that’s beneficial. (ST: Maria) 
From the expectation of the program, according to Maria, teaching interns were 
supposed to learn from observing fellow interns through peer coaching, whereas from 
interns’ experience, interns gave themselves advice as observers through self-reflecting 
about what they themselves would do as a teacher and what not. 
Cathy, a program supervisor, made an interesting metaphor to further the two- 
way concept of peer coaching from an artist’s perspective: 
(Peer coaching) is a valuable and important thing... It’s a tool for an art form. 
They had a lot of interaction. All the artists found out that they are copying each 
other, right? Learning from each other is just like they were assigned to hang 
out. (PS: Cathy) 
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Cathy believed that ultimately the learning took place to both parties rather than one 
party as the opportunity for peer coaching was like artists being assigned to hang out 
copying from each other. 
A further examination and analysis revealed that this analogy consisted of four 
aspects, which included: a) lessons that an intern learned as an observer, b) lessons that 
an intern learned as a peer teacher and c) an attitude shift towards collaboration. 
Lessons an intern learned as an observer: Findings from interviews indicated that 
being observers in peer coaching, interns had the opportunity to be exposed to a variety 
of professional learning moments. As Maria, one ot the interns, put it: 
I really like just being able to watch my fellow students teach their lessons. What 
is she talking about right now? It’s almost like I am playing the role of a student. 
When I am watching their lesson, I try to see if I understand. I am A right now, 
and they are telling me what I understand, what is going on and what would 
make me understand it better. It’s also nice to see that I should do differently in 
my lesson plans. So when I am teaching, I try to look at those areas and think 
outside of the box. If I have someone else watching this lesson plan, what would 
I do differently or what should I tell them they should do differently? Do I use 
too much time to have them sit on the rug ? Do they have time to get up? Do they 
listen with good care to what I was talking about ? Next time, I should have them 
get up and do some type of dancing games and then have them sit back down. 
Then move on and teach. That’s useful just seeing how other teaching styles and 
how other classrooms are managed, because a lot of times you don’t see that in 
your own classroom, you don't get yourself exposed to other teachers in the 
school. (ST: Maria) 
Maria realized that she was an active learner trying to Figure out things in the content 
when she was observing the lesson her peer was teaching. Simultaneously, she critically 
reflected upon areas of instruction and what she would have done differently as well as 
what feedback she would provide for her fellow intern. 
Another intern, Sophie, echoed the point: 
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Sometimes I say things without thinking, just complimenting them good job a 
million times. So it's interesting to see different ways they ask students to get 
their attention, like all eyes are up, one two three, quiet eyes, look at the note. It 
was like different methods that my peers did to get attention. I can use that in my 
own classroom and the words. So what they teach could be something that you 
could teach in the future. [For example,] my friend did a really awesome game 
about chilly yarn. It was a nice lesson I was planning to do. It can bring them 
more together and in a more community sense. (ST: Sophie) 
Sophie depicted herself as a learner learning from her peer from a teacher's perspective 
regarding how the instruction made sense to her and how she would use the lesson in 
her own classroom. 
Victoria, another intern, described in details a number of benefits as an observer: 
I benefit from observing my peers teaching. It’s sometimes helpful for me to see 
different perspectives of teaching and see what they’re doing and I can say for 
myself whether I agree with it or not. It is important to see different perspectives 
rather than just one teacher who has one way of doing things. It just gave me a 
different viewpoint. If I saw them doing something well, then I could say. Oh 
that’s really great. I'm going to try to do that.” It's really important to learn from 
each other. If someone has this great idea, why not share it with everybody? As 
an observer, you get to see a different grade level if the person is in a ditterent 
grade level or how a different classroom operates. You get to compare what 
you're seeing in your classroom to a different classroom and how it s structured 
and how it runs and just be able to make a comparison and witness things for 
yourself rather than in class we learn about things. We learn about the different 
approaches but we never really get to see it in practice, so if I am not seeing 
something in practice in my own classroom and I observe a student in another 
classroom where it is being done, then I can see how it works. (ST: Victoria) 
Being able to see different teaching styles, Victoria had opportunity to reflect what she 
would be trying to do as a teacher. Additionally, she learned from comparing different 
grade levels and different operations in different classrooms. Finally, at times she 
viewed some theories that were in practice in peers’ classrooms but not in hers. 
Caitlin, another intern, built on Victoria’s point: 
You can learn a lot from observing peers and seeing their teaching strategies. For 
me, that helps to see what my peers are always talking about in their classroom. 
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When they say I do this in morning meeting, you go in and you observe and you 
actually see it working as opposed to you going and sitting in a responsive 
classroom seminar with here’s all this great ideas. To see it actually 
implemented is really valuable. Also if you see things go wrong, even if you 
have never had that happen in your classroom, you may in the future reflect what 
you would do in that situation. It’s really valuable. (ST: Caitlin) 
According to Caitlin, peer coaching enabled interns to see theories talked about in 
classes implemented in a fellow intern’s classroom. Caitlin also believed that as an 
observer, this type of experience allowed interns to reflect in the future as a teacher. 
Lessons an intern learned as a peer teacher: Findings indicated that being peer 
teachers, interns learned. Sophie, an intern, supported the point: 
It helps me to look at what kids are doing. I was really nervous when a friend 
recorded me on video for the first time. But then I really liked it. Because I liked 
watching what the kids were doing when I was not on. There was so much you 
can see. People say the teacher has eyes everywhere. But honestly there are 
certain things you can’t see. It’s interesting to know what everyone is doing 
when you can’t see as a teacher. (ST: Sophie) 
Sophie had the experience that her peer observer was able to help her view the lessons 
taught globally through videotape that her peer recorded during observation. 
Caitlin, another intern, elaborated on the point: 
A lot of times my peers that are coaching me noticed things happening in the 
classroom that I don't notice. Last semester a peer observed me. She was in 
Thomas Grass and she said, “So and so goes to do his things five times during 
your lesson.” I didn’t even notice that. I never really realized that because he 
would just get up and do his thing and come back and sit down. So it's really like 
having another set of eyes, being aware of your students, and they are not there 
to observe your students but they are there to give you feedback of how to 
manage your students. So if they know things that are happening in the 
classroom that you are not aware of, that's amazing. And it's an advantage for 
you to have. (ST: Caitlin) 
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From Caitlin's experience, a peer observer was able to point out gray areas for her. 
Additionally, her peer served as another set of eyes and provided feedback that reminded 
her of what had been happening. 
Victoria, another intern, built on the point: 
I get to hear a different perspective on my teaching. Granted it’s not as qualified 
as the program supervisor who has tons of experience of teaching, who’s coming 
from that background, it’s still a perspective... It’s interesting to hear what 
people think of different things that I’m doing in my teaching. (ST: Victoria) 
Though the feedback from a peer observer could be different than that from a 
professional supervisor, Victoria valued it to hear a viewpoint at a more personal level 
from a peer. 
As a head TA and program supervisor, Grace built on Victoria’s point: 
It’s nice sometimes to hear what your peer has to say about what you are doing 
because we have been doing this for a long time. Sometimes our selective 
criticism is on a very professional level. But peer coaching is not necessarily 
going to be as professional. It might be much more of a personal level. It’s nice 
to see someone that you have known give you this kind of feedback. In a lot of 
cases it’s going to be a completely different kind of feedback that I would give to 
an intern. (Head TA & PS: Grace) 
Grace believed that it was helpful for interns to hear feedback from fellow interns at a 
personal level that was completely different than the criticism provided by program 
supervisors that was at a professional level. 
Finally, from a mentor teacher’s perspective, Leon commented. 
When someone’s watching you, you always would work a little harder or a little 
better, a little bit more conscientious about what you are saying and what you are 
doing. That’s just human nature. The opportunity to reflect on what’s going on 
and get somebody else’s observations is one more opportunity for an 
observation, which is a good thing. People working together create more than 
just one person working by him or herself. There is more energy and more 
excitement and just more motivation to develop outstanding teaching technique 
and content. It’s a valuable experience to be able to work with a colleague for 
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interns to have a peer coach to observe but then to go otf and do something like 
that. I thought it was a good opportunity. (MT: Leon) 
Peer coaching, according to Leon, had the potential to motivate an intern to work harder 
and create a better lesson. 
An attitude shift towards collaboration: Findings from interviews indicated that 
peer coaching had an impact on interns' psychological change towards collaboration 
with peers as well as with program supervisors. As Debby, a program supervisor, put it: 
When you understand other people’s perspectives; you are more open and trusting 
of them. If you’re the person who is collecting data on someone’s off task 
behavior, you’re seeing what that feels like. You understand when the person is 
doing it about you how they’re feeling. They can understand that a little bit more. 
I don’t think they probably will be as nervous. I've gotten feedback from a lot of 
interns when they have had to peer coach at it. A lot of the comments they make 
to me is, “I didn’t realize how much work you put into this. I didn't realize how 
hard that was. I didn’t realize how important that was.” They had more respect for 
what I do. That was a positive thing. It also helps them see what my role is. It 
defines my role a little bit more for them. Peer coaching really helps them share 
their classrooms with each other. It forces them to go into other classrooms and 
that is a good thing. (PS: Debby) 
According to Debby, interns became more receptive and open to collaborating with 
peers because they understood other people’s perspectives. Besides, peer coaching 
forced interns to observe teaching and to facilitate reflection and provide feedback to 
fellow interns, an experience that contributed to interns’ having more appreciation 
towards the supervision of program supervisors. 
As an intern, Caitlin’s remark below shed some light on the purposes of peer 
coaching: 
When you are observed by and observe with another person, you are getting 
more interactive with it. I used to just get observed and take in the information. 
Peer coaching does force you to critically think about what is going on in this 
lesson rather than just teaching this lesson and having someone tell you what’s 
going on. That probably is the most valuable part of it... So that is a really a 
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good point to have the responsibility of observing someone. It keeps you on your 
toe and makes you aware of everything else that’s happening and not just have 
everyone sit back and observe me and do the reflecting lor me. It makes you 
realize other things that are happening in the classroom rather than just you are 
teaching and you are managing. I guess peer coaching is about that psychological 
change. (ST: Caitlin) 
Peer coaching, according to Caitlin, compelled interns to have an attitude shift and 
psychological change from being passive feedback receivers to active observers and 
from passively instructing a lesson to actively keeping an eye on different aspects ot a 
lesson. 
Another intern, Sophie, echoed Caitlin’s point with her experience: 
I like talking about my lessons to a peer. They are in the same boat as me. I was 
critiquing them when they are critiquing me... So it can be more truthful. I feel 
like I am more truthful in peers. (ST: Sophie) 
Sophie found herself more open and trustful when talking about lessons and providing 
feedback with peers. 
A retreat/a reality check: Findings from interviews indicated that peer coaching 
allowed interns to leave their own classrooms and visit places for learning, which was 
like a retreat for them to get refreshed and obtain new ideas. As Caitlin, an intern, put it: 
It’s somehow like a retreat because you get to leave your own classroom. You 
can definitely take things away from their lesson and seeing the way their 
environment works and compare to your own setting. It’s an interesting thing to 
do to see how the classroom set up, to see the make up of the students and if 
there are any similarities the way the teacher of the lesson addresses those 
students that you may have similar problems with. So it's definitely a different 
perspective. Whenever I have observed peers I have definitely for each lesson 
taken at least a small thing away. I will use that language or I will do that activity 
or I will behavior manage with that certain behavior. You definitely do take away 
a lot. (ST: Caitlin) 
In the two exceipts below two interns shared their thoughts on the point: 
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I like peer observing. I have fun. I like going to other schools. This semester, I 
went to observe peers from Chestnut and from Kaplan. That was interesting to 
see the different atmosphere... Kaplan was so dilferent. It really surprised me. It 
just gave me a whole different perspective on different classrooms. I really like 
seeing how different teachers have their different teaching styles. That was really 
fun going to other schools. Interns need perspectives from everywhere and it will 
be best if interns could take a day off from their school and visit other schools. 
That’s what I did. That experience was wonderful. Honestly everybody in the 
building is doing the same thing. It's a school community. But when you go 
somewhere, it's like two different worlds. Interns should do that. That experience 
is more worthwhile. (ST: Sophie) 
The learning is important. You want the opportunities to have your friends to 
come to visit you in your classroom. Sometimes we are like I went to your 
classroom. Sometimes you can take a day off. You go to do a peer observation. 
You got to peer observe your friend. And you meet her teacher. You see all the 
wonderful things. (ST: Reese) 
Being able to take a day off to go to different schools to observe peers, Sophie and 
Reese appreciated having the learning opportunities and the perspectives from different 
schools. 
Program supervisors regarded peer coaching crucial moments that interns could 
leave their classrooms to learn about themselves and to acquire ideas. As Jay, a head TA 
and program supervisor, stated, “It’s a crucial piece to get out of your classroom to see 
other things that are going on. By observing someone else, you learn about yourself. 
That’s when you pick up ideas.” Another program supervisor, echoed Jay’s point: 
If there was no peer coaching, I don’t think they would see each other's 
classrooms and they wouldn’t be open to other classrooms. The biggest thing is 
it gets them out into other classroom communities to see how other interns 
perform. (PS: Debby) 
Debby stressed the importance of having the opportunity to see each other's classroom 
and see each other perform. 
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Peer coaching provided an opportunity for interns to check the reality of where 
they were in teaching in comparison with other peers. As Melody, a program supervisor, 
put it: 
They have got to realize that they have just starting out and things are not going 
to be as good as the professional teacher. They get to see a mentor teacher teach, 
who’s been teaching five, ten, fifteen, twenty years. That's very different from 
seeing a peer teach because it puts you on the right track. It gives you a reality 
check. (PS: Melody) 
Melody believed that interns needed to compare themselves with peers regarding how 
they perforam as a beginning teacher, which the reality and the right track, rather than 
compared themselves with veteran teachers. 
Two interns, Maria and Ruth, supported the point: 
It makes you feel better because you know that you are not the only one bad at 
that. It’s good to see their teaching styles, the effectives, or stuff they are doing. 
“1 like that. I do that too. It’s a good thing that I do that.” It’s a confirmation of 
what you are doing. (ST: Maria) 
It was nice at first to see that other teachers are struggling with the same things I 
am and that I’m in the right place. So that was the best piece. If you’re having 
issues, is it an issue I’m having in my kids, or is it an issue I’m having because 
I’m new, or is it an issue that I’m having because I’m the intern? When I went 
and observed some of my peers, I realized they’re having exactly the same 
problems that I am to the same or greater extent that I am. I got a lot of 
confidence after watching other fellow interns because I realized I’m where I 
need to be. It was extremely validating... When you go to class and your peers 
are talking about this great lesson that [she] taught yesterday. And I’m sitting 
there thinking, “I haven't taught a great lesson yet. Is it something about me that 
I haven’t taught a great lesson, or are they just not have the standards that I have 
for a great lesson, or what is it?” Then I go and I watch what they called a great 
lesson and I say, “Yea, there are great things about it, but there’s also a lot to 
work on.” It made me look at my own my own reflection a little bit differently. I 
realize everything that I’m noticing that I need to do better is right, but there are 
things I’m doing that are right on. It's helped me to figure out. It was very 
validating to watch other interns struggle with the same things that I am. (ST: 
Ruth) 
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According to Maria and Ruth, peer coaching provided interns with opportunities to 
check the reality with fellow interns. Through peer coaching, interns realized that their 
concerns were those of other interns' concerns and that their troubles were those ot 
others, which validated what they were doing. 
Kay, a mentor teacher, built on the point: 
When student interns are about to be observed by their supervisor, they are more 
on the nervous side. When they are about to be observed by their peers, they are 
more on the cocky side. I have noticed that some interns began to be in charge of 
the class after their peers observed. Before they were very submissive, afraid of 
jumping in and when their peers came to observe, they felt like I am in charge. I 
will show my friend. I can manage the class and they did it. It was good. (MT: 
Kay) 
According to Kay, interns became more confident after the peer coaching experience 
realizing that they were able to be in charge in the classroom. As opposed to the 
observation by program supervisors, they were more fearful. 
A pep rally /a friendship: Findings indicated peer coaching provided interns with 
opportunities to support each other emotionally and non-judgmentally. Marla, a mentor 
teacher, illuminated her insights on the point: 
That’s like on a sports team. “Congratulations!” You are cheered. “That was 
really a great play.” It just helps so that they are going to do it again. It’s like a 
pep rally before the game. Maybe it just builds their confidence, gives them a 
positive attitude towards things. It's like a cheering in building their confidence 
and getting everyone head side up for the big game. The interns were more 
comfortable hearing the feedback from their peers. They weren't as anxious 
about it. More success they have more comfortable they are going to be. Then 
they are confident in that feeling “I can do this.” Even if their lesson didn't go as 
well as they thought, when they came back, they said, “Maybe some things could 
have been better. But that person found something in my lesson that was really 
good that I hadn't thought about.” So it helped them. They were more 
comfortable discussing it among themselves. They felt it more as an emotional 
support. (MT: Marla) 
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Peer coaching, according to Marla, was like a pep rally before a game where players 
cheered for each other and where their confidence accelerated trom the mutual 
encouragement. 
Other mentor teachers compared a peer coach to a friend. For instance, Hannah 
stated, “It’s like a best friend, like a good buddy that you go out and talk about things.’ 
Joy also stated, “Peer coach is... like a friend, someone who really knows what you are 
going through but has her own load to carry. So she has empathy." 
A head TA and program supervisor, Nancy echoed Joy’s point: 
I see there’s certain empathy because you’re in that same situation... this 
empathy allows them to relate more and connect more. In a sense, the purpose is 
to have an understanding of what the rationale of why the interns do something 
or what they’re doing and what their goal is, to find out what kind of data the 
intern wants them to collect, to do the observation in the most objective way 
possible and then to reflect on it and to pose questions that are going to help the 
intern reflect. They’ll be building or carrying it over to their own teaching. So 
there are some similarities but there's a clear difference. Ideally to maximize the 
whole experience, all three of them need to understand the other role. That's so 
important. (Head TA & PS: Nancy) 
The empathy developed among interns was such that it allowed them to relate and 
connect with each other more than with program supervisors or mentor teachers, 
according to Nancy. 
Findings indicated that interns felt more comfortable and relaxed observing with 
peers and learned from each other. Victoria supported the point: 
I actually feel more comfortable when it’s my peers. It’s because we're so close 
as a cohort and we’ve really bonded. Last semester in Springfield five of us used 
to carpool together. With a forty-five minute drive, we spent so much time 
together. We spend time together in classes and everything else that we do. I 
really feel so close to the twenty girls in my cohort and I feel comfortable with 
them observing me. Also we got to choose who to observe us. It’s a friend who 
is helping you, who's giving you feedback. My friends and I give each other 
feedback in real life all the time about like giving advice about life in general. So 
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I kind of relate it to that, except it’s with teaching. It's just like talking to a triend 
about anything, except this is more specific. It’s talking to a friend about my 
teaching. It's mostly that we re so close that we re comfortable with each other. 
(ST: Victoria) 
Victoria felt more comfortable because she had good relationships with tellow interns 
and she associated peer coaching with friends giving feedback to each other. 
Sophie built on Victoria’s point: 
I would like to show them. I like to be a tourist guide. I am proud of my school. 
There is something we can talk about. A peer in my cohort came to observe me. I 
showed her the gym, the science, and the libraries in a different building. It's in 
the trailer next to the building. So it’s really interesting. I like having peers 
observe me. It’s not as nerve raking. I just forget that they are there. If that lesson 
sucks, you can talk to them. You can talk about their kids and what’s bothering 
you. It’s more relaxing talking to your peers. (ST: Sophie) 
When peers from a different school were visiting, Sophie was excited to show them 
around in their school and felt relaxed talking about the lesson even when it did not go 
well and about the children in the classroom. 
In the exceipt below Reese had this to say: 
I love to come to observe because we can see each other in the class. You never 
see each other how we are with students... Then when you see, you realize that 
in front of the kids, she is a different person. It’s giving you the chance to see 
different sides of your friends. Sometimes I am a little quiet, like shy, but I never 
in front of the kids. My friend doing my peer observation was like, “Wow, you 
are doing really great. I don’t know you are such a great teacher!” You watch 
them and you said, “You did a wonderful lesson!” It’s great because you see 
their students and their teacher. We are like colleagues because we are kind of 
working together... I saw them as teachers. Sometimes it was like, “Wow, I 
didn’t know she has so much energy. I didn’t know that she has that dynamics 
cause, in class, you are tired; you don’t really see her energy. (ST: Reese) 
Reese believed that peer coaching was an opportunity for interns to see different sides of 
peers and how peers acted as a teacher and a time for interns to reveal themselves as a 
teacher and obtained praise and encouragement from peers who recognized it. 
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Still another intern, Caitlin, commented on the point: 
The main thing was the emotional support... I guess it's easier lor a peer to 
observe you, a) Because they are in your school setting, b) They are more 
familiar with your school setting. So they may have more relevant advice to give 
you as opposed to the abstract advice that I had. An adviser this semester never 
really experienced an urban setting before. I talked to her and she was really 
overwhelmed by this school. She wasn't fully aware ol this school system and 
how this school works. It’s a lot easier to conference with the peers because they 
know this school system. And they can suggest resources to use, people to go to, 
places that kids can go to for help. One peer came and observed me. I came and 
observed her. We both had a lot of issues with just no attention span in the 
classroom and the students having a hard time concentrating, just in general 
disrespectful behavior. So we give each other advice about how to deal with that 
and also just say, “It's not just you. It's what the environment that you have come 
to.” ...As your peers, even if you don't know the right thing to say or just 
actually saying we are going to make it through this, it’s a huge part ot it. (ST: 
Caitlin) 
Having peers in the same school to come and observe, Caitlin acknowledged the 
emotional support obtained from peer coaching. According to Caitlin, they shared 
insights into the situation that they were both in and encouraged each other by pointing 
out the objective reasons that made situations such. Additionally, they guided each other 
towards resources that they could use and people who they could turn to for problem 
solving. 
Findings indicated that a crucial aspect of peer coaching was being non- 
judgmental. Leon and Courtney supported the point: 
It’s another opportunity for observation and a more intimate, relaxed guard 
down, kind of from the guard change to share some thoughts and ideas, but a 
little bit more honest and open, a little more raw. (MT: Leon) 
It’s not judgmental. It’s just for the information of the person that you are 
coaching. That is on an equal basis and you are just looking to see how you can 
improve or help that person. You are just there to help them like solve a 
problem. That’s all there for feedback. They are here for each other. They are 
setting feedback from their own students at their own level. (MT: Courtney) 
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Leon and Courtney, mentor teachers, believed that peer coaching was for sharing ideas 
and thoughts about the experience on a non-judgmental basis. 
A contorted mirror: Caitlin’s remark perfectly explicated this analogy: 
Being observed by a peer is like looking in a contorted mirror, mirrors that are a 
little wavy. They do their best to tell you what happened. But it won't be exactly 
the way it happened. You look in the mirror and you see yourself but you don't 
really see how it really was. (ST: Caitlin) 
Caitlin depicted the reality how peers support each other. They were trying to help each 
other; yet confined by the property they had currently, it was challenging for them to 
mirror the reality the way it should have been to their fellow interns. 
A head TA and program supervisor, Nancy, pointed out one cause for this 
phenomenon by stating, “They weren’t prepared in the sense that they are given a 
handbook and at the same time they are going into the classrooms... They were even 
doing a peer observation without really understanding on.” 
Victoria, an intern, commented on the point: 
They're just more lenient because of the lack of experience. When I have my 
program supervisor observe me, they know more and they know what to look for 
more from being teachers themselves. They're more critical, rather than 
someone who’s in the same boat as I am just learning this for the first time, is 
not aware as much for things to look for. (ST: Victoria) 
From Victoria’s perspective, because of lack of experience interns were less critical and 
not as aware as program supervisors of what to look for during observation. 
Findings from interviews indicated that based on this analogy a couple of 
perceptions emerged from the data. These perceptions included: a) the experience of a 
peer coach and b) a peer coach being an evaluator. As a result of these perceptions, 
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some unavoidable behaviors emerged, which would also be examined following each 
perception. 
Perception of the experience of a peer coach: Findings from interviews indicated 
that experience was perceived one major weakness when people assessed the value ol 
peer coaching in pre-service teacher education. Yet, one mentor teacher, Hannah, raised 
a counter example of hers that illustrated how she obtained teedback from her intern 
using an observation tool and found it effective. In the exceipt below Hannah shared her 
experience: 
I get feedback from interns. It's no less valuable. I have had an intern... She came 
and I was interested in gender equity and how I was interacting with kids. So I 
asked her to observe me and to collect data. It was pretty awful. It was damning 
data. It was awful. I consider myself a feminist. I like to think that I am sensitive 
of the gender issues and I was calling on the boys all the time and running them 
into rug and doing all those things you are not supposed to do. (MT: Hannah) 
When asked during an interview about how she thought about the feedback from fellow 
interns compared with that from program supervisors or mentors, Hannah used the 
above example. She tried to convince that appropriate usage of the tool itself helped 
diagnose the instructional problem for a teacher and that an observer’s experience did 
not necessarily play the major role in the supervision process. 
Other participants, on the other hand, held different perspectives. For example, 
Grace, a head TA and program supervisor, had it this way: “I see it as something that 
needs to be conducted and also completed by someone that has had teaching experience 
that knows what to look for during a lesson.” 
Serena, an intern, also articulated her perspective: 
I have been teaching for seven months. You have been teaching for seven 
months too. How can we coach through this because I am inexperienced as you 
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are, whereas you are inexperienced as I am? How are you going to coach me 
because we are equal? My idea of coach is someone more experienced, who is 
going to help you, to mentor you and to guide you. I don't personally feel that a 
peer has that impact for me. To me a coach is someone who is more 
experienced, knows what they're doing, [and] can figure out themselves so that 
they can help someone else. To me it's not an effective process because we re 
not really a coach, because we cannot figure out ourselves too. (ST: Serena) 
Serena did not regard peer coaching as an effective process because interns could not 
problem solve for themselves and therefore they could not be coaches. 
Ruth, another intern, echoed the point: 
That happens better when who’s helping you is further than you are, instead of at 
the same place or close by. If I were going to observe a 6lh grade class, it would 
be harder. I would have very little to offer the teacher in terms of useful advice 
because I don’t know sixth graders that well. So how am I supposed to help 
them figure out how their lesson could have gone better if I don’t even know 
what the lesson was about ? So if all that I’m doing is working with first and 
second graders and then go to like sixth grade, I'm not going to be very helpful. 
It helps if they do a similar kind of grade level to what they’ve worked with 
before. (ST: Ruth) 
Ruth believed an observer had to be someone better than you were and it did not make 
much sense observing classrooms at different grade levels, as you were not experienced 
and familiar with the level. 
Attitudes resulting from the perception of lack of experience: Findings from 
interviews indicated that this perception caused a number of negative attitudes towards 
peer feedback, as participants doubted that peers lacked experience to draw upon when 
coaching. As Serena, an intern, bluntly put it: “It’s awkward and uncomfortable. I just 
feel like having someone less or go with my same experienced coach me along.” 
Another intern. Dawn, expressed her point: 
To me I don't see whether being a supervisor is part of my job as a teacher very 
much. That’s why it doesn't seem valuable to me because being observed is as 
easy by a peer as can by a program supervisor and by a teacher. (ST: Dawn) 
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Relating a peer coach to a program supervisor in providing feedback. Dawn did not 
view peer coaching as part of her job and as valuable. 
According to Ruth, an intern, 
The peer doesn't have the experience to draw on. They don't necessarily know 
what they’re looking at or looking for. Of the kinds of coaching that we do in 
this program, peer coaching is the least useful getting the feedback from them 
because they don’t have much more experience than I do, they don't have many 
more ideas than I do. I don’t find that very useful. It seemed artificial and 
meaningless to do with your peer. (ST: Ruth) 
Ruth deemed that peer coaching was the least useful in comparison with program 
supervisors and mentor teachers and that peer coaching seemed artificial and 
meaningless because interns did not have enough experience to draw upon. 
Perception of a peer coach being an evaluator: Findings from interviews 
indicated that some interns were not clear about how to gauge their role in performing 
peer coaching and perceived that evaluating was one of their roles. Ruth, one of the 
interns, supported the point: “I notice it much easier to critique someone's less than 
actually teach it. So I probably give better advice than my own teaching. That’s probably 
true for a lot of my peers.” 
A program supervisor, Melody, shared the same perception: 
I would like my peer coach to be a coach, but she or he is my same and we are 
all on this together. It’s very difficult to be a peer coach because you are 
evaluating, so to speak. You are supervising a peer. If you say anything negative 
or that might be supportive criticism but your peer might look at this criticism, it 
might be taken too personal. It’s too close. (PS: Melody) 
Having prior experience of peer coaching as a former teacher herself. Melody perceived 
that evaluation was one of the aspects of peer coaching in preservice teacher education. 
Caitlin articulated her concern: 
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Even though I appreciate it, but sometimes I just dont teel like being obseived. 
If you were happy about observing somebody else and you are resentful about 
being observed. You might be going with the wrong attitude observing someone 
else, kind of feeling resentful, and trying to be like more critical because you are 
constantly having people critical of you. So that would be something to be 
careful about and that could very well happen now. (ST: Caitlin) 
Caitlin was frank that, though she liked to observe others, she did not want to be 
observed by fellow interns because they could be critical. 
Conversely, findings indicated that a number of participants realized that peer 
coaching was non-evaluative. Reese and Victoria, two interns supported the point: 
We are not evaluating. We all know that we have our good quality and we have 
our bad quality. We are aware that we are not all the best teachers, that we are 
not smart in everything. We share with each other and work with each other. If a 
student is rather struggling with something, I will help her. That does kind of 
help me to see that with peer coaching. It’s not about pulling little things and 
writing them down. It’s not really an evaluation. My next step is to not have kids 
sit too long. It’s ok, because everybody has something that they need to work on. 
And the next step is to the point and short. They kind of focus on one area and 
then I also suggest. Nobody is perfect. (ST: Reese) 
They’re not grading me or evaluating me. So I do feel more comfortable because 
they don't have such experience and I know they’re not going to be all over me 
about little things. They don’t have as much credential as the program supervisor 
so maybe that’s why I'm not as nervous because I know they’re not going to be 
judging me as harshly. (ST: Victoria) 
Both Reese and Victoria were confident that their fellow interns were not evaluating and 
that they had mutual understanding that they were learning and they were to support 
each other. 
Nancy, a head TA and program supervisor, built on Reese and Victoria' point: 
It really gives them ownership in their learning. It allows them to reflect trom a 
teeny piece that’s evaluation from the program supervising mentor teacher and 
when they’re with the peer, it’s not. It’s really when they can really lay it out... 
It’s really a time when they can reflect and grow and set those goals and 
acknowledge what they did well and maybe why it went well. So it’s a chance to 
reflect and to reflect on their experience and to continue to set the goals and to 
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continue to grow. (Head TA & PS: Nancy) 
Nancy believed that peer coaching allowed interns to reflect, yet was tree from 
evaluation, and gave them the “ownership in their learning.” 
Leon, a mentor teacher, echoed the point: 
Whenever people work together for many reasons, something better takes place 
than if you try to do it by yourself. Some of the theory that I read years ago was 
that this process of collaboration as opposed to trying to work on your own 
improvement provides additional support to actually be able to make changes in 
teaching behaviors that you just can't do by yourself. So whenever there is 
another pair of eyes coming in to watch, it being a peer coming in, it’s usually 
less threatening. You don't have to worry too much about judgment. (MT: Leon) 
Peer coaching, according to Leon, was about collaboratively trying to make changes in 
teaching behaviors and provided additional support in a less threatening situation and 
people did not have to worry too much about being judged. 
Attitudes resulting from the perception of being an evaluator: Findings from 
interviews indicated that, because of the divergent understanding of peer coaching, it 
was challenging to communicate between follow interns the way peer coaching should 
be, resulting in leading interns to be resentful towards peer coaching. 
Serena’s selected narratives provided a comprehensive illustration of the typical 
consequences resulted from the perception: 
I will guide them to reflect themselves before I would tell them. I can 
say, “Hey peer, how do you feel and what do you think?” I just get them to 
reflect. That is totally effective and is helpful. It is just something not helpful if 
another peer is trying to coach me about how to be a better teacher... If it 
seriously comes to a place where I have to tell a peer what they work on, I want 
out... It's just like I want to be left out of the offering to you because I am not so 
comfortable offering you advice... 
...I had a peer who I wasn't familiar with, using an observation tool, as 
well as collecting subjective data instead of objective data. She peer coached 
with me and we had a lesson outside... She wrote in an observation of me that 
the lesson was not organized and chaotic. That was very subjective. If she had 
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collected data that said I had reprimanded the student five times or 50 times. If 
she thinks 5 times is a lot you do on a child, while I think 25 times is enough you 
speak to that one child. That’s difference tor opinions. And if it s the raw data, 
you spoke to a child for 25 times. And I store it and I can go back and think, 
“Wow you spoke to the child 25 times. That’s a lot. Or 25 times! That’s it! 
That’s good for this particular student!” So she doesn't know the students. She 
doesn’t understand the situations. It would be more effective to have the factual 
data... 
...For me it’s something I am on the lesson and the other would be 
listening. Not the other person says, “What if you do this and that? And if I said 
that too, I am talking like what I can do. I asked the question what can I do and 
also that’s me. That would be different than them give that “Oh, then you should 
do this and that.” A peer maybe makes me reflective ot my lesson, but not telling 
me how to do something better, and maybe makes me think about how to do it 
better, but I'm the one who should be thinking how to do it better. I opposed to a 
peer telling me you could have done it this way, which could have been better. 
(ST: Serena) 
As an intern, Serena believed that peer coaching was to facilitate reflection for peers. 
However, an experience that she had with a peer made her uncomfortable and resentful 
and want to quit because the observation data her fellow intern collected for her were 
judgmental and her feedback was imposing. 
A chore: Findings indicated that peer coaching was taken as a chore. As Maria, 
an intern, put it: “We feel like good, one item crossed off. Just check it off to be done. 
Peer coaching is something you have to do. So someone has to observe you and you 
have to observe someone else.” 
A number of reasons supported the analogy. Ruth, another intern, had it this 
way: 
Peer coaching is like a chore. It’s also kind of awkward because if you watch the 
lesson it’s really hard to tell how your fellow interns that something they did was 
really not okay and you also know that it's hard for them to tell you that. So it's 
hard to be really honest and really critical and then it's hard to expect to get 
honest and critical feedback. It usually just ends up being a friendly time to go 
but also a chore, like we do it because we know we have to. (ST: Ruth) 
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From Ruth perspective, peer coaching was a chore because fellow interns lacked 
experience and ability to provide honest and critical feedback. 
Dawn had a different perspective: “We are so busy that it's like another thing on 
the plate. Let’s get it done. A lot of it was like done on the phone. It was just a lot of 
things done not all that seriously.’' Dawn believed that time constraints were the reason. 
A couple of mentor teachers, Hannah and Joy, supported Dawn's point: 
It’s one more thing that they just tried to get done. It's something they check off. 
It depends on the interns. Of the demands, I think it’s one more thing that they 
just have to writ up and say that they have done. That's going to be an issue no 
matter what. I mean that's just a ten-month program with certification and a 
master's degree and not assuming any prior course work in education. (MT: 
Hannah) 
What I see about this peer coaching thing right now for many of them is like just 
one of these things I have got to check off their list, they just got to get it done. 
“I am sorry, but I have got to observe. Or I can't start the lesson yet, because I am 
waiting for someone else to arrive. She is held in her classroom and she can't get 
here to observe.” (MT: Joy) 
Hannah and Joy observed that peer coaching was taken lightly because of time 
constraints. With all requirements to accomplish in a ten-month span of program study, 
it was an issue for interns to spare time visiting peers. Peer coaching, consequently, 
ended up as a chore for interns to check off from the list. 
Program supervisors, Susan and Melody, also echoed the point: 
They are so busy... So this is one thing that they might be able to slide with and 
I know that sometimes they do. Second semester, I saw them scouring just to get 
it done. I had one instance where an intern was observing the same lesson for her 
peer coaching as I was for my formal observation. I let it go but I did mention to 
my intern who was being observed by two people. Did she get the most out ot 
collegial observations? I want her to say no, but she said, “It's due tomorrow and 
this is the only time that she could come in because she has to be teaching in her 
classroom.” (PS: Melody) 
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I have been in a classroom a few times when a peer is observing. I can remember 
many times when there is utter chaos going on at that time in a classroom. But 
that peer had made time in her busy schedule to be there, was not going to 
reschedule it, and just wrote it up, so that they can get their peer observation 
assignment done. (PS: Susan) 
Melody and Susan both observed that time constraints were one of the major issues that 
led to interns’ light regard towards peer coaching. As a result of this, occasionally, in 
order to have it finished interns did not reschedule peer coaching even when it was not a 
good time to have it take place. 
As head TAs and program supervisors who were responsible to read peer¬ 
coaching reports, Jay and Nancy shared their observations: 
Right now the feedback I’m seeing. I’ve now read the peer observations, is very 
general. A lot of it is because they haven’t had much experience in the classroom 
themselves. I also think that they feel that it's just another hoop to jump through. 
For this program, it’s just one more thing they have to do on their plate. And 
they can check it off once it’s done. So I don't know how many people are really 
getting. I saw a couple really good ones where people seem to really get it. But 
there are a couple that just haven’t done it yet. (Head TA & PS: Jay) 
I just collected their peer observations and I only had time to look at about two 
of them. They answered the little form. I was able to look at the cohort last 
semester and this semester. They’re not specific with their feedback. I don’t 
know if it’s a time issue, if they feel that they have so much else to do that this is 
just one more thing that they have to fill out or one more thing. A lot of them 
throw out words like “it was a constructivist lesson” or like those key words that 
they hear that I’m sure they have an understanding for, but they don’t give the 
reasoning why. There definitely are some that do get into it. I was also surprised 
with some of them. This is with very little instruction on how to do peer 
coaching, very little instruction. (Head TA & PS: Nancy) 
From Jay’s and Nancy’s comprehensive observation, they believed that it was because 
of inexperience, time constraints and little knowledge of how to perform peer coaching 
that interns took peer coaching as a chore and did not commit themselves fully in peer 
coaching. 
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In summary, the roles of peer coaching were compared to analogies. First of all, 
compared to a two-way street, peer coaching provided opportunity for interns to learn 
both as teachers and observers. Comparatively, they became more active and critical 
learners as observers than as teachers. Peer coaching also served as moments for an 
attitude shift to be more open to collaboration with colleagues. Second, the time ol peer 
coaching was like a retreat/a reality check for interns as they were allowed to leave 
classrooms to visit places for additional learning. Third, peer coaching was compared to 
a pep rally and a friendship for interns where they emotionally supported each other. 
Fourth, peer coaching was related to a contorted mirror which reflected a twisted reality 
to teaching in light of the fact that interns were inexperienced and were not prepared. 
Finally, peer coaching was thought to be a chore because interns had time constraints in 
addition to inexperience and a lack of preparation. 
How Interns Learned to Perform Peer Coaching 
Findings from interviews indicated that two areas emerged from the category of 
how interns learned to perform peer cocahing. These categories included: a) the paths to 
learning to perform peer coaching and b) peer coaching preparation - implication plan 
of action. 
The Paths to Learning to Perform Peer Coaching 
Findings from the survey regarding how interns learned to perform peer 
coaching (see Table 21) indicated that 33 interns (63.5%) learned from program 
supervisors, 23 (44.2%) from trial and error, 17 (32.7%) from peers, 14 (26.9%) from 
reading the program package, and 13 (25.0%) from mentor teachers. On the other hand, 
2 interns (3.8%) learned from the methods course, 3 (5.8%) from the program formal 
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training and 5 (9.6%) from the program orientation. The findings revealed that most 
interns learned from program supervisors and that very few interns learned from the 
methods course, the program formal training and orientation. In other words, results 
demonstrated that most interns were not formally prepared and that they passively 
managed to perform peer coaching from a variety of learning channels. 
Table 21 
How Interns Learned to Perform Peer Coaching 
Frequency Percent 
Formal Training From ECETEC 3 5.8 
Methods Course 2 3.8 
Orientation From ECETEC 5 9.6 
Reading The Program Package 14 26.9 
Learning From PS 33 63.5 
Learning From MT 13 25.0 
Learning From Peers 17 32.7 
Trail And Error 23 44.2 
Others 6 11.4 
[* This question allowed for multiple choices, so the frequency represented the number 
of interns who chose the item and the percentage represented the number of the 
choosing interns over the total respondent interns (52).] 
Findings from the survey regarding peer coaching preparation indicated that 26 
interns (50.0%) agreed or strongly agreed that they were well prepared to coach their 
peers (see Table 22). On the other hand, 13 interns (25.0%) were not sure, and 12 
(23.1%) strongly disagreed or disagreed, with 1 missing. 
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Table 22 
Peer Coaching Preparation 
Frequency Percent 
Strongly Agree 3 5.8 
Agree 23 44.2 
Not Sure 13 25.0 
Disagree 9 17.3 
Strongly Disagree 3 5.8 
Missing 1 1.9 
52 100.0 
Findings from interviews indicated that interns learned to perform peer coaching 
from a variety of channels. These channels included: a) the orientation and the methods 
course, b) program supervisors’ modeling, c) the handbook packet and d) trial and error. 
The orientation and the methods course: Findings from interviews indicated that 
interns received some concepts of peer coaching during a two-hour orientation in the 
beginning of the school year. Nonetheless, Nancy, a head TA and program supervisor, 
deemed it a snapshot: 
They got at a snapshot. It was a handbook and it was overwhelming. It was 
almost what you can do when they have two hours of introduction to the whole 
entire program. Of course you are going to miss something like the clinical 
supervision model when you are looking at something like choosing the tool. 
That can be a whole course in itself. They add in the course of 500Y. I think it’s 
a great piece. But now it came in the middle of the year. And maybe it should be 
in the beginning of the year. (Head TA & PS: Nancy) 
The orientation, according to Nancy, did not specify peer coaching and only focused on 
tool selection. Nancy liked the idea of having the course of 500Y but it came late in the 
second semester. 
Findings from interviews indicated that the effects of 500Y seminars generated 
divergent feedbacks from interns. One of the interns. Dawn, recalled the learning in the 
seminar about peer coaching by stating, “We did do in my methods course one day. I 
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think we did a day of observation. But I don't remember being anything that stuck with 
me at all.” 
Another intern, Caitlin, counted what they talked about peer observations by 
stating, “We actually talked about that in our seminar this semester, when we talked 
about peer observations, we talked about what you actually observe, the teacher, the 
classroom, the students.” Ironically, Victoria commented, “I don't think we ever touched 
on how to do the observation in the seminar.” 
Program supervisors' modeling'. Findings from interviews indicated that the 
major source for learning about peer coaching, according to interns, was from the 
modeling of their program supervisors. Dawn supported this statement: 
Not through coursework, I would say through modeling Irom supervisors. I learn 
about peer observing from our observation experiences together with the 
supervisor. I would say that affects me more in that direction that I model my 
peer conferencing and peer observation after I got that experience after program 
supervisor's supervising experiences. (ST: Dawn) 
Victoria learned from watching how her program supervisor conducted 
observations and figured it out herself. She stated, “I learned through observing my 
program supervisors' responses, not really asking questions, just kind of saying, ‘Oh, 
okay. So that's how you do it!’ Just through watching what she did on the pacing tools 
or whatever.” 
Caitlin echoed Victoria’s point: “You learn a lot about how you post-conference 
with your program supervisor, how they give you feedback and how they analyze a 
lesson.” 
Ruth had a different take on the point: 
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I did the observation before I was observed. My program supervisor observed 
me once. She wrote it up and I read. I put it in my folder. A couple weeks later 1 
had to observe this other person, so I called her up. I was like, “Why do we have 
to pre-conference, what am I supposed to ask you?” She’s like, “I don’t know it 
probably has to do with the lesson.” So we covered it. So that was kind ot how 
it went and I really didn’t notice that it was the same thing that my program 
supervisor and I had done because of no transfer of the process. (ST: Ruth) 
Ruth, on the contrary, did not find transfer from the experience working with her 
program supervisor and had to figure out how to conduct peer coaching with her fellow 
intern again. 
The program documents: According to the ECETEC handbook, it contained a 
few pages pertaining to peer coaching. One was a one-page overview of observation 
techniques and purposes (p.39, ECETEC handbook and CD binder, 2005-6). One was 
about reflective practice with some questions that prompted reflection (p.81). Others 
were observation tools and observation summaries that both program supervisors and 
mentor teachers used as well. 
Findings indicated that most students learned peer coaching through reading the 
program handbook or handouts. As an intern, Victoria’s experience of learning about 
peer coaching was “...just through reading it. I just had to read it tor myselt and figure it 
out.” Another intern, Ruth furthered the point: “It says on the page what to do. We had 
the handout and it said this is what is called conferencing. We just read the instructions 
on the page and did it that way.” 
Two other interns. Dawn and Reese, echoed the point: 
Trying to figure it out from the form that we had. We were given like the 
questions and what to talk about. That form is straightforward. So we all just 
followed the form and did it. We just got it in my packet and started using them. 
(ST: Dawn) 
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As to the format of post-observation, I learn by reading it. There are a lot ol 
things step by step. Everything is talking about what you noticed what you 
enjoyed and what is your strength, how they put the objectives on the top. (ST: 
Reese) 
Dawn and Reese acknowledged that they both learned to do observation through reading 
and figuring out from the observation form. They regarded the form as straightforward. 
Trial and error. Findings indicated that interns figured out how to execute peer 
coaching through trial and error as well. As Reese put it: “Learning through experience 
is basically how I did.” 
Another intern, Caitlin, extended Reese’s point by noting that: 
It just came with the experience of “Well, that post-conference is awkward now, 
what should I do to make it better the next time we have a post-conference and 
what are some ideas that I could keep in mind for the next time that we 
conference?” The first time that I ever did a peer observation I was the one 
observing, so I went in there not knowing how other people would address me as 
a peer, so seeing how the next peer observed me and how she analyzed the data 
and interpreted it to me. So to see the way your peers are observing you 
definitely influences how you observe your peers. (ST: Caitlin) 
Caitlin learned and improved from self-reflection upon experience she observed fellow 
interns as well as from peers who observed her. 
Ruth shared how she felt on the point: 
Maybe I'm not using it right... Nobody’s really telling us how to use them and 
how they're supposed to be useful. We've just been handed them and said, 
“There's instruction at the top of the pages that say make tally marks.” Like a 
teacher verbal behavior, I use it differently. I felt dumb about this. (ST: Ruth) 
In light of lack of knowledge, Ruth doubted whether she was using the observation tool 
correctly and felt discouraged about it. 
In summary, survey findings revealed that interns learned to perform peer 
coaching through learning from program supervisors, trial and error, from peers and 
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from reading the program handbook. Findings demonstrated the learning paths to be 
through the orientation and a methods course, from program supervisors’ modeling, 
reading the handbook and trial and error. Apparently there was a little discrepancy in the 
survey findings on the area of learning from peers and in interview finding on the area 
of learning through the orientation and a methods course. Overall speaking, interns 
managed to figure out how to perform peer coaching in ways other than formal 
programmatic support. 
How Program Supervisors/Mentor Teachers Supported Interns for Peer Coaching 
Following, I would specifically scrutinize the extent that the other two major 
supporters in the field - program supervisors and mentor teachers, supported interns to 
perform peer coaching. 
Support from program supervisors: Findings indicated that the program 
supervisor's role in assisting interns in peer coaching was inconsistent across the group. 
Nancy, a head TA and program supervisor, had this observation to share: 
My understanding was that program supervisors are supposed to model it when 
they do because the program supervisor’s (and) the mentor teacher's formal 
observations all go by the critical cycle which the peer observation goes by. 
When I read the peer observation, it made me think that not all of them did, 
some of them did have the logistic into the purpose. It’s interesting to see who 
adapted examples and strategies from their program supervisors, like Debby has 
a list of questions that she uses as she post-conferences. I saw the peer 
observation from the fall semester before these kids had any instruction or 
direction or anything, they used a lot of these questions that Debby formed. And 
they tend to be a little less evaluative and a little more supportive. (Head TA & 
PS: Nancy) 
From her understanding, Nancy believed that program supervisors were supposed to 
model peer coaching but, from the observation reports she read, interns were doing peer 
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coaching differently. She noticed that some interns emulated how their program 
supervisor modeled to them and adopted their strategies and attitudes. 
Nancy furthered her observation: 
That's tricky because there are interns with people like Barbara, Debby, whoever 
had supervision and mastered and there are some who are somewhere in 
between there, like I am kind of developing somewhere and there are people 
who are brand new. I am not saying they are not capable, but they... haven't got 
a chance to familiarize themselves with these tools with proper training. It s a 
pretty spectrum in supervision... So the program supervisor is pretty crucial in 
this program. (Head TA & PS: Nancy) 
Nancy observed that interns were with program supervisors who had a spectrum of 
developmental stages in supervision and pointed out that program supervisors had a 
crucial influence on interns in their performances of peer coaching. 
Debby responded to Nancy’s comment: 
What my interns from last semesters said to me the reason they knew how to do 
it was because of my observations of them. They learned trom what I did with 
them. So without teaching, I modeled it for them. That was the only way they 
felt. What was interesting was the head TA had said to me, “Your groups were 
really great. They really understood how to do it. They knew how to do it. What 
did you do with them?” And I said, “Nothing, I just observed them.” So through 
what I did with them they understood what they needed to do. (PS: Debby) 
Debby confessed that she did not intentionally model peer coaching to interns but 
interns learned it through the process when she observed them. 
Grace, a head TA and program supervisor, had a different approach: 
One of the things that I do with my interns is I tell them to match the schedule 
and observation with the peer until I have done one with them. And so I train 
them as I am going. I told them, “Looking at what I have done, the notes that I 
have taken, how I have actually conducted myself, that's the way you want to 
conduct yourself when you are doing it... through questions I am going to help 
you and guide you to get these.” Because I don't really care much for the format 
either, I don't like the peers as this. A lot of it I think could be done informally. I 
think a lot of it could be done verbally with the intern taking notes about it... I 
don't think it needs to be written up. (Head TA & PS: Grace) 
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Different from Debby, Grace purposefully modeled the clinical supervision to interns 
and overtly asked them to watch as she implemented observation with them. Not only 
modeled the supervisory model that she defined, but Grace also passed on her viewpoint 
about certain practice. 
Other program supervisors were completely clueless about what interns were 
doing with peer coaching, not to mention to partake in preparing interns for this task. 
Melody was one of them. She stated, “I don't know if they really talk with their peers 
about what went well with that method because I am not setting on anything." 
Harry was another example. He stated. 
It wasn’t something that we were oriented to... I don’t know any ol the details 
about how the program is structured. I know it’s a part of their requirements 
because obviously they need to show me that they've done peer observations but 
I don’t know how and when. We didn’t get any orientation about the peer¬ 
coaching component in the orientation. It’s not part of our packet. I didn't 
receive any materials for me to self-study about how it's done in ECETEC. Part 
of my requirements or my responsibility is to make sure that they are fulfilling 
those requirements. For my understanding, it’s not our job to facilitate their 
feedback sessions or their conversations. (PS: Harry) 
The findings indicated that these program supervisors were new for the year and had no 
historical knowledge about how peer coaching was incorporated in the program. 
According to Melody and Harry, they were not properly informed for the role if it was 
requested. 
Interns recognized that they learned from program supervisors how to do peer 
coaching. For instance, Sophie emulated the way program supervisors took notes. She 
stated, “I usually write down what they say, like my program supervisor writes down 
what I say.’’ 
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Maria had a discouraging experience: 
My program supervisor was able to model lor me because she was so elfective at 
that. She was just able to make it a dialogue that was really guided by the 
questioning. But it was kind of hard because I forgot that I was supposed to be 
numbering it from what I did it with someone. I am caught on the lesson that I 
am doing.. .It was kind of hard because you have to go back and forth. (ST: 
Maria) 
Despite the fact that Maria wanted to follow what her program supervisor modeled her, 
occasionally she found herself less skillful at it. 
Support from mentor teachers'. Findings from interviews indicated that mentor 
teachers had little part in relation to peer coaching, as Hannah stated, “We are not really 
a part of that. She just tells me, I have to go see Suzy at two o'clock.” Joy 
acknowledged, “I don't profess to know anything deep about this.” Becky also admitted, 
“I don't know what kind of progress she had. I know that she was just going to go and 
observe and video her. That was more of her peer to see how she is teaching. I am not 
sure what she exactly looked at.” 
Leon and Kay, two mentor teachers, built on the point: 
I am not part of their conversation. I see when they are in the classroom. I know 
the university has a mechanism for them to be able to be able to share and report. 
Patience, for example, last Tuesday, go visit one of her peers coaching in another 
school and gave me a couple of days of notice. So I can make adjustments within 
my schedules easier a day. But it’s an easy thing to do peer coaching in another 
school and gave me a couple of days of notice. It’s an easy thing to do. (MT: 
Leon) 
It has nothing to do with me. I don't know what is their expectation of this 
interaction. The students just told me, “I need to be observed. Is it ok as my peer 
comes in such a lesson?” “Sure, no problem. Or they told me, “I need to go and 
observe my peers.” “This is no problem, go.” (MT: Kay) 
Leon and Kay admitted that what mentor teachers knew about peer coaching was when 
there was a peer to come observe the intern or when the intern needed to leave the 
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classroom to go to another classroom or another school to observe a fellow intern. They 
were flexible in terms of allowing their interns to leave and perform peer coaching. 
Interns were assertive that it was upon themselves to judge when to go coaching 
with peers. For example, Ruth would consult with her mentor teacher whether the time 
she chose was appropriate. She stated, “That’s kind of taking it upon ourselves to judge. 
We say, ‘Is it okay if I’m gone during this lesson?’ I don’t really know that it needs to 
work better than that or differently because mentor teachers are not really involved.” 
What interns wished mentor teachers to do to support peer coaching was actually 
being flexible with schedule and encouraging for doing it. Take an example ot Victoria, 
who stated that, if she were a mentor teacher, she would “just encourage it whenever 
possible. So if they come to me saying that they would like a peer to observe, I would 
say that’s a great idea. I would have no problem with that, with time and schedule as 
much as possible.” 
In summary, findings indicated that program supervisors' assisting interns in 
peer coaching was not consistent across the program and program supervisors appeared 
to adopt a spectrum of approaches. Some modeled explicitly; others modeled without 
explanation; still others did not know what they should be doing to support interns 
regarding peer coaching. As for mentor teachers, they basically did not play a part in 
supporting interns for peer coaching aside from granting them time and encouraging 
them to do it. 
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Building a Rationale for Peer Coaching Preparation in Preservice Teacher 
Education: Issues and Concerns 
Findings from interviews indicated that there was a rationale for peer coaching 
preparation based on the issues and concerns from the practice. Program coordinator, 
Meg, started by describing the preparation in the beginning years: 
When I was a cohort leader I did prepare the students to do peer coaching by 
having them read about peer coaching in the integrated methods seminar. I 
would model peer coaching, have them practice it and then have them practice it 
in the natural setting. I can't say for sure how much of that has happened this 
year with this group of students. That is something that may have fallen through 
the cracks. I was the one at that time who was looking at their observation write¬ 
ups that they did as a peer coach. Things were always quite rough in the fall and 
I certainly saw them get better over time in the spring. So I had real evidence 
with concrete evidence of their growth as peer coaches through the observation 
reports that they wrote up. As a result of that, they got better at asking the 
questions, they got better at giving feedback and those who were being observed 
got better at reflecting on their own teaching as a result of the peer coaching. I 
gave a lot of feedback on their observation. So we are doing an ineffective job of 
teaching peer coaching. (PC: Meg) 
According to Meg, the program prepared interns for peer coaching formally and 
followed it through in the beginning years. They had the students read about peer 
coaching, modeled to them and had them practice in class and in the natural setting. 
Cohort leaders read the write-ups and tracked the growth of interns in peer coaching. On 
the other hand, Meg also noticed that the program was performing “an ineffective job of 
teaching peer coaching” for the time being. 
Nancy, a head TA and program supervisor, supported Meg’s point: 
Two years ago it was more through the methods class, their expectations, their 
video reflections, their peer coaching... The only reason 1 know and I collected it 
is because I have this TA... They were kind of given the form and said “go do 
peer coaching.” Some of them at that point had some modeling from their 
program supervisors or possibly from their mentor teachers, but some ol the 
mentors didn’t necessarily have a clear picture on the clinical cycle or how the 
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program wanted that to occur... Unfortunately I don't think they were exposed 
to it to the level that they could have been to really make it productive and 
successful. It is a very important piece and it needs to be treated as an important 
piece. The time needs to be given to it and the resources given to it so everyone 
is clear on it and understands why and what it's meant to do. (Head TA & PS: 
Nancy) 
Nancy also observed how peer coaching had been dealt with before and felt 
commiserated at how it was treated this year. She perceived the value of peer coaching 
and urged that time and resources be provided to peer coaching preparation. 
Findings from interviews indicated that the program did not instruct interns 
about peer coaching this year. A program supervisor, Cathy elaborated her observations: 
I haven't seen ECETEC very much in action... I have seen some of the write-ups 
actually last year. I haven't seen any this year. I might see one as its part ot the 
PPA. But last year...I got to see those and I was inspired. I said, “Wow, she 
actually knows how to ask questions when they do the reflection.” That was due 
to the fact that Tom taught it during the seminar. I attributed it that what I was 
seeing on the observations as really getting what they were supposed to. So it 
was truthful because they used the questions very well. I don't know if it's the 
same this year. (PS: Cathy) 
Cathy observed that the program did not do much in preparing interns for peer coaching 
this year. Last year, on the other hand, the cohort leader taught peer coaching during the 
seminar, which resulted in effective implementation of peer coaching. 
Other evidence also supported that the program took care of peer coaching 
preparation in the previous years, resulting in positive achievements. Debby, a program 
supervisor, and Marla, a mentor teacher, both witnessed the change in the program over 
the years and described the outcomes they observed in the following excerpts: 
At one point they put a lot of significance in their courses they were talking 
about their peer observations and they had discussions about them that day. They 
used to do more with them and they used to have more of them. It never seemed 
to be an issue. They always just did it before. They would set it up. It didn't 
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seem to be a problem. I knew who was seeing each other and I had heard about 
what was going on and they had done two or three. (PS: Debby) 
It used to be part of their course work prior to the student teaching piece or at the 
beginning of it. They didn't start doing the peer observations or peer coaching 
until later on. So everyone was on the same page as to what was this processing, 
what I was expecting to get from it and what my peers were going to get from it. 
(MT: Marla) 
Findings from interviews indicated that, consequently, problems arose from a 
lack of knowledge about peer coaching. As a head TA and program supervisor, Nancy 
stated: 
There are limitations. I don’t think the purpose of peer coaching is evaluation. I 
did come across some that were pretty evaluative, pretty harsh, pretty evaluatin 
each other. That was the problem because one of them was definitely evaluatin 
and criticizing what the peer was doing. Even two of mine from last semester, 
they were evaluating; one was evaluating the other. So I took them in and 1 
talked to both of them the purpose of it. I said it sounds like good feedback and 
it runs off the puipose of reflecting. And the second one went much better. 
(Head TA & PS: Nancy) 
One of the problems was that some interns took it upon themselves to evaluate and 
criticize fellow interns’ teaching, according to Nancy, who noticed improvement after 
she talked with the interns about the purpose of peer coaching. 
Also, not being taught the purposes of peer coaching, oftentimes interns 
inteipreted peer coaching based on their own understanding. As Ruth put it: 
For purposes of this program, the peer coach should just be like friendly extra, 
just someone to offer another opinion. The only way it works is that it ends up 
being a friendly system for giving feedback and seeing other classrooms and 
seeing other kids, helping you figure out something that went right. (ST: Ruth) 
Ruth assumed that peer coaching was for another opinion, a friendly system for giving 
feedback, seeing another classroom, seeing other children, and helping you to figure out 
what went right. 
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Another intern viewed it this way: 
The whole point of it is to actually learn how to be a teacher. I felt that there’s 
not a lot of room for that. I am supposed to learn those things, but yet I am not 
learning them and I am having other people watch me. They see I don’t have 
them and probably make you very self-conscious and really feel insecure about 
your own ability to teach. Maybe even questioning that maybe I shouldn’t 
because her lesson is better than mine. I can’t really do this right. (ST: Maria) 
Maria supposed that peer coaching was for learning how to be a teacher. Yet she felt 
that the peer relationship turned competitive, insecure and self-conscious because she 
was not sure of herself about her own instructing ability. 
Reese, an intern, had a say on the point: 
hi some of the seminars we have with 500Y, that would be a good idea to talk 
about what the puipose of peer coaching is and learn the purpose by doing it. I 
never had a clear cut to say peer coaching is not really to going to evaluate. 
Nobody really says that to me. That would be helpful for certain people whose 
big step is all about to look at the flaws. (ST: Reese) 
Reese complained that she never had a clear concept of what peer coaching was for as 
nobody ever spelled out to her that peer coaching was not for evaluation. She deemed 
that the course 500Y seminar a good place to address this issue. 
According to Dawn, another intern: 
There needs to be more purpose and meaningfulness connected with it. I just 
didn't see the connection to the coaching aspect of it. I definitely see the value of 
being observed and getting some objective observation from anyone. But in 
terms of being a coach, I mean if in fact it is something or skill that I am going to 
need it and I do need it, then someone could have pointed it out why I am going 
to need it and then it might make it more meaningful to me. I don't see where the 
value of it is. I might have taken it more seriously if I connect it to that way. (ST: 
Dawn) 
Dawn acknowledged that she did not value peer coaching because she did not see the 
puipose connected to peer coaching. If someone could point out for her the puiposes 
that made peer coaching more meaningful, she might have taken it more seriously. 
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Additionally, findings from interviews indicated that interns were troubled by 
the fact that they were not taught how to execute observations. As Caitlin, one ot the 
interns, put it: “We don't know the value of them. We don't know how to analyze and 
reflect on the data or collect it, so all three huge aspects of doing the coaching.” 
Ruth, another intern, echoed Caitlin’s point: 
We never really had a specific training on how to do it. It was just like you pre¬ 
conference, you do it, you post-conference. Who are you going to ask? We’re all 
figuring out all of those things. If I understood why we’re supposed to do it, 
maybe that would have helped, especially the last part, training and using the 
tools. Supposedly all supervisors or coaches should be trained, but peer coaches 
are not trained. Then they are going to supervise their peers and what kind of 
language could be used at the post conference? That could be an issue. (ST: 
Ruth) 
Ruth felt perplexed at the fact that she was performing peer coaching without advanced 
knowledge of why there was peer coaching and how to conduct it and what language to 
use for the conference. 
Another intern, Maria, had this to say: 
If you have them coaching someone, that’s not fair that they don’t have those 
skills. And then they are going to the person like “You do this bad and you do 
that bad. You need to change it.” But that’s not their fault. They don’t know how 
to really coach and start off with the good and then move to rooms for 
improvement, or things to change. (ST: Maria) 
In light of lack of preparation, according to Maria, fellow interns at times provided each 
other with inappropriate comments and questioned whether it was fair to have interns 
perform peer coaching without proper skills. 
Further, some interns became less serious about peer coaching and learned less 
from this experience. Dawn, one of the interns, admitted this negative attitude in 
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practice among interns by stating, “People that I was coaching and I were not very 
serious. If we put into it, we might have got more out of it." 
Serena spoke compellingly about the reality in the program: 
We are being taught how to be a teacher and how to teach students. But a lot of 
time, they forgot we are students too. You know practice what you teach. You're 
teaching all of this modeling stuff, but you're not doing it yoursell with us. You 
are not to treat us like a first grader, but to teach us like a first grader using the 
same method. (ST: Serena) 
From the experience of being a student in the program, Serena argued that the program 
should model and teach peer coaching to interns in the ways that they preached interns 
to teach young students. 
Victoria, another intern, echoed Serena's point: 
While learning how to observe others using the tools, we were not taught how to 
do that and we were not taught what to look for specific things. We learn in our 
classes what is good teaching and what things should look like so we know from 
that and from what we're learning and what we're doing in our own teaching. 
But it was never related to the peer observation saying that “so when you 
observe someone you need to be looking for this , that was never done. [The 
program needs] to put in more structure to it about how we're to do the 
observations so that it's more specific and more direct rather than just what we 
think it might be or how we would format. Just more formal training would be 
different if I were properly prepared or if I felt like the person observing me was 
more prepared. Then they might have more credentials if they had specific things 
that they needed or were looking for, rather than just coming with what their 
own judgments are about teaching. (ST: Victoria) 
Victoria realized that she did not see the connection between good teaching that she 
learned in classes and what to look for in peer observation. She believed that it would 
have been beneficial for interns if the program had provided interns with more direct 
and specific learning opportunity about peer coaching. 
Finally, with despair, when talking about removing one component from the 
field experience, people would choose for peer coaching. As a head TA and program 
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supervisor, Grace, put it: “If I have to remove one thing it would probably be the peer 
coaching because if it is done improperly it's not going to be meaningful to you. 
Observations have to be meaningful to you." 
As an intern, Serena had this to say: 
If someone has asked me earlier, they would find out that it's not a good 
experience to me. And then the people might reconsider that if that's something 
that went wild and that it's something that is not working out so well, it should 
be looked at. (ST: Serena) 
Having a negative experience in peer coaching, Serena suggested a review of peer 
coaching to adjust the practice. 
Findings from interviews indicated that participants believed that interns should 
learn about the purposes for having peer coaching. A program supervisor, Harry 
elaborated his insights: 
If part of the goal or philosophy of the program might be to overcome or 
breakdown some of those walls, to help build more solidarity among teachers to 
really and productively take advantage of one another's experience and support, 
we need to train people to know how to do that, to learn how to do that because 
we don’t just know how to get along with each other. If we want them to know 
how to go into a school and to be a positive element, not just in their supportive 
relationship with students, but supportive relationships with other teachers, with 
colleagues, then you could develop the peer piece of it, informed by that kind of 
collaborative research, everything research and theory based. (PS: Harry) 
The program should revisit the philosophy of the program before they developed peer 
coaching, according to Harry. If part of the goal of the program was to establish the 
foundation for future professional interests, such as breaking professional isolation, 
building solidarity among colleagues, and taking advantage of each other’s experience 
and support, then the program should prepare interns theoretically about collaboration 
and peer coaching. 
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Jay, a head TA and program supervisor, built on Harry’s point: 
It depends on the goal. I don't know what the goal of this program is to have 
peer supervision. It’s just something added there that the interns are doing, that 
they're really not getting. But it's not been really established. (Head TA & PS: 
Jay) 
Jay wondered the goal the program had for peer coaching this year as it was merely 
added in student teaching w ithout further establishment and interns did not actually 
learn from this experience. 
Kay, a mentor teacher, extended Harry's point by stating: 
Of anything training is going to practice why you are doing this, what’s the goal? 
Are we accomplishing it? How do we do it? It we don’t 
have these things, that can be horrible. How do w'e know? So now we are taking 
an intern out of a classroom twice, once, is that worth it ? (MT: Kay) 
Kay contended that it w as important to assess what the goal of peer coaching was, how 
peer coaching was implemented, and whether it was worth all the efforts. 
In summary, the program had prepared interns how to perform peer coaching 
formally and followed it through in the beginning years but was doing “an ineffective 
job" at preparing peer coaching currently. Due to a lack of understanding of the puipose 
of peer coaching, a few problems arose. Inters became evaluative and critical towards 
each other. More importantly, interns oftentimes justified the practice based on their 
own inteipretation, which led peer coaching to various directions. Also, interns were 
troubled by the fact that they were not taught how to execute observations and how to 
provide proper feedback. Finally, interns became less serious and learned less from the 
experience and. if possible, they would like to remove it from student teaching. Hence, 
participants believed that the program should revisit their goals for peer coaching and 
educate interns about the goals so as to make peer coaching meaningful to them. 
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Peer Coaching Preparation in Preservice Teacher Education: Implication Plans of 
Action 
Findings from interviews indicated that, in order that peer coaching could be 
effectively implemented in preservice teacher education, two different implication plans 
of action emerged from the data: one for program preparation; the other for intern 
preparation. The implication plan for program preparation included three areas of 
deliberation: a) time consideration, b) follow through, and c) modification of peer 
coaching for preservice teacher education. 
Implication Plan of Action for Program Preparation 
Time consideration: Findings from interviews indicated that the frequency of 
peer coaching changed this year. Becky, a mentor teacher, shared her understanding on 
the point: 
It's very limited. Last year when I was always having students here, we did it 
constantly. We were going to each other rooms, video taping each other, meet 
with different grade levels. This year Reese was all by herself. It doesn't happen. 
She went to a Birchwood school this year. For a couple of hours one morning 
and that teacher came to our room for a couple of hours one morning. That's not 
enough at all. There needs to be more peer interaction. Wouldn't it be nice if it 
were a little bit longer to have a little bit more time to talk about classroom 
situations, to get time to peer coach each other? Wouldn’t it be nice if she could 
spend more time visiting other peers and see how they are teaching, what their 
style is? (MT: Becky) 
Becky believed that interns needed more visits to peer coach each other and to develop 
understanding of each other, including the counterpart's classroom and students. 
Debby, a program supervisor, also commented on the point: 
This semester is only one time. Doing it one time I don’t think is enough 
because you don’t feel the relationship or trust. It’s just some stranger coming in 
to your room and observing you teach and they’re leaving, they’re writing up a 
report and then they’re not going to do anything else with it. But if you know 
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that that person is going to be invited to come back in again, that second time 
around you get a lot more out of it because this person has seen this class, or 
they understand this group of kids so they have a better idea of having a more 
empathetic eye on my classroom. It’s that whole issue of trust that you learn a lot 
more and you value the feedback you're getting more if you trust the person and 
respect the person. It’s hard to trust and respect someone that only had come into 
your room once. I don't think you get as good results with just one peer 
conference or peer coaching. 
There should be several opportunities for them to coach each other. (PS: Debby) 
Debby reckoned that only one observation for a semester was not enough to build 
interns’ mutual trust and relationship. She believed that it was important to have more 
than one peer observation a semester. 
Findings from interviews indicated that a number of participants, 5 program 
supervisors (63%), 3 mentor teachers (43%), and 4 interns (50%), believed that time 
constraints were the major issue caused by the programmatic design. The time 
constraints originated from the fact that this is a ten-month program. As Maria, an 
intern, commented. 
Last semester was so demanding... We had no free time. We had Tuesday 
afternoon courses, teaching all day, courses all day on Thursday and Friday, and 
classes on Monday to Wednesday. And the only afternoon, we were free was 
Tuesday. A lot of times, you didn’t want to miss going to class. You didn’t want 
to have to drive out to someone’s school to observe them there. So you were 
constrained to those students that were in your school. Those were the people 
you could observe. I don’t know if I ever had time that I could have both 
semesters to observe ECETEC students that I could swap with to peer coach. 
(ST: Maria) 
During this short, fast track of learning, according to Maria, interns’ time had been 
wedded with a great number of courses in addition to the practicum in the classroom. 
Consequently, peer coaching became the last thing to consider. 
Serena, another intern, built on Maria’s point: 
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You can’t give your 100% efforts on everything you do; you have to figure out 
what you want to give your full effort and what not. II I have to get done an 
observation of a peer, a lesson plan and job application, it probably will go the 
job application, lesson plan, then peer observation, because the peer observation 
is not really going to have an impact on my day at school for next day. It is not 
going to impact on where I am working in September or impact on my 
transcript. Unfortunately, it's a piece that is left in the corner because I have 
about 500 things that are more important than that. (ST: Serena) 
Taking into account of the countless requirements from the school and the university, 
Serena acknowledged that she was breathless. When she prioritized, peer coaching was 
unfortunately left in the corner because it had less immediate impact on the near future. 
Observing interns’ behaviors towards peer coaching, Susan, a program 
supervisor, believed that “it’s the amount of things that we put on them. If they were 
doing less, they could do a better job of it. If they have fewer assignments in ECETEC, 
they might value that peer piece more.” 
Caitlin, an intern, supported Susan's point: 
If people really did have the sanity to do peer coaching in the most valuable 
resourceful way, it would be a great tool to keep but realistically there are only 
twenty-four hours in a day and only so much time to do what we have to do. 
(ST: Caitlin) 
Caitlin also believed that peer coaching would be a beneficial tool to keep if interns had 
the time to do it. 
Although peer coaching would benefit interns in various ways and most interns 
took them “in positive and healthy ways”, as Courtney put it, the drawbacks resulted 
from time constraints should not be overlooked. First, as Courtney put it: 
They just look on it as more work. They got so many other things to do. It 
becomes just another work project that they have to do. They took it in positive 
and healthy ways. But that’s where it ended because that was just one thing 
tucked up and then done. (MT: Courtney) 
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Courtney noticed that interns took peer coaching as additional work and realized that a 
fast track program did not have the capacity to nurture the practice of peer coaching. 
Further, as Debby, a program supervisor, commented: 
But because you are adding that to their list of requirements, something would 
have to go in their coursework... So in the whole scheme of things it would be 
easy for me to say, “Peer coaching needs to be more developed. They need to 
have more assignments. They need to be more organized with it.” But in the 
whole big picture of things, there's no time to have a course like that or to really 
invest the time because they have to be working on their other courses and their 
other methodologies and those definitely should not be cut back. (PS: Debby) 
Debby believed that preparation for peer coaching was predetermined to be ignored 
because the program did not have sufficient room to invest one more course to build up 
interns’ knowledge in peer coaching. 
Moreover, scheduling was another issue deriving from time constraints. 
According to Victoria, 
What might have not gone so well, really the time is an issue, making the time to 
be able to leave your classroom and making the time to be able to teach the 
lesson that you specifically want to teach that you want that person to observe at 
a certain time when they can make it. Maybe you do math in the morning but 
they can only come in the afternoon, so you have to rearrange things a little bit. 
The persons in my position have more requirements of when they need to be, 
because they’re doing their own teaching also. So if they’re teaching a lesson at 
that same time, I can’t say, “Come observe me and stop teaching your lesson.” 
There are more time constraints with peers. That is the only thing that doesn't go 
well. (ST: Victoria) 
Victoria believed that, since all interns were with different daily classroom schedules, 
conflicts might arise when they tried to schedule to observe each other on a specific 
subject. Consequently, interns might need to take extra efforts to make a peer 
observation take place. 
However, Debby had a different perspective on this issue: 
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The only thing that would really be an issue is the scheduling. But il it was a 
requirement that it would be something set up in the beginning of the semester 
so that everybody would understand you're both third grade teachers and you're 
going to always switch once a month. You're going to switch or you’re going to 
observe each other at this time once a month. (PS: Debby) 
Debby recommended that it would help smooth the way if scheduling for peer coaching 
was set up in the beginning of the semester and all interns knew when they were 
required to have it completed. 
Follow through-. According to Harry, a program supervisor, “That will be 
something that whoever is orchestrating that program will have to work into how they 
do the training, follow through, and facilitating those relationships and those 
discussions.” 
However, findings from interviews indicated that there was no plan for 
following through the practice of peer coaching in the program. According to Nancy, a 
head TA and program supervisor. 
We have really no way of assessing how it went. In a sense, I don't think they 
really had the full experience of peer observation because I don’t think they 
understood it fully. This semester they did them and I just collected them at 
500Y. I’m doing the same thing, but it's kind of like trying to put a Band-Aid on 
a problem after it's there. It’s not addressing the prevention of the initial 
problem. I don't think we were asked necessarily to do anything with it. So that 
was a piece these kids didn’t have a lot of guidance in it. Last year at the end 
when it daunted on everyone that “Hey we’re asking these kids to do this and no 
one ever gave them any guidance whatsoever in it!” As a [head] TA, I was asked 
to collect them and read them and give them feedback. I saw through almost 
forty. I went through all of theirs and then the ones they peered with. I wrote 
individual comments depending on if they were the observer or the observee. 
But by the time they got it back at the end of the semester, it went in a pile. It 
was over with. I’m sure some of them read them, but they were also cramming at 
the end and approaching their three-day lead and they had a lot going on. A lot 
of them I wrote things or I posed questions. I didn’t hear from any of them. 
(Head TA & PS: Nancy) 
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Required to additionally support interns in an urgent manner, Nancy realized that the 
program did not have a way of assessing how peer coaching proceeded. The moment 
when the program realized that no one was guiding interns when they were peer 
coaching, according to Nancy, head TAs were summoned to fill in and to fix this matter 
with an additional course, 500Y. The efforts, however, were not timely enough to 
amend the loss and the students did not care for it as much as they should have. 
Realizing the lack of follow through, Kay, a mentor teacher, zealously spelled 
out her ideas on the point: 
How do they know if they like it? How do they know what is the outcome? The 
interns are asked to fill out the form after the observation. So how does it prove 
what I am questioning? Is the program evaluating this decision or not? Does the 
program know that is working? But how it's working? Whether it's negative or 
not? This is work in the physics sense. Therefore we need to evaluate these. How 
is this doing to the student? To the peers? To their relationship? To their 
learning? It is important to do. (MT: Kay) 
Kay was anxiously advocating the importance of follow through by posing many 
questions that should have been answered throughout the course of implementing peer 
coaching in the program, including evaluation of peer coaching. 
As a result of her observation, Debby, a program supervisor, was doubtful for 
the value of peer coaching: 
I don’t think there's value to it because I don’t think they do anything to follow 
through with it right now. They’re just doing it because they have to and then 
there’s paperwork and then they just pass it in and nothings really happening 
with it. It’s from what I’m getting from them. They're not getting feedback. 
When there’s not a follow through, if there's not a chance to talk about or do 
something with it, if the interns are required to just hand in a paper and have it 
not be addressed or discussed, it's not as effective. (PS: Debby) 
According to Debby, the program failed to follow through peer coaching. She believed 
that throughout the process interns fulfilled peer coaching as assignments and submitted 
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paper reports accordingly, yet they were not offered opportunities for further discussion, 
experience sharing or getting guidance. 
Modification of peer coaching for preservice teacher education: Findings from 
interviews indicated that a number of suggestions were made to better peer coaching 
when participants pondered from different perspectives on the issues and advantages of 
peer coaching. First of all, Serena, an intern, suggested: “Peer coaching, I am not saying 
doing away with it, but definitely revisit it and think about what and where it gets along 
here.” 
Additionally, suggestions were made on the collaboration of the triad. Findings 
from interviews indicated that members of the triad generally viewed that interns did not 
have the credibility to coach fellow interns and they compared peer coaching with other 
forms of supervisors simultaneously. Reese, an intern, commented on the point: 
Every role is important. Peer observation cannot replace any other form of 
supervisors because the peers are not evaluating your work. Program supervisor 
is like an evaluator. I feel more comfortable when Barbara said I noticed that you 
did this and this, whereas a peer cannot come to so much. She can say things for 
the next step, “I suggest...” Peers are more like co-teaching, but program 
supervisors are more like evaluation. (ST: Reese) 
Reese recommended that every role was important and that peer coaching was only for 
co-teaching, while program supervisors were evaluative. 
Marla, a mentor teacher, echoed Reese’s point: “You still need the supervision 
from the supervisor, from the mentor teacher and then this additional piece of the peer 
coaching.” 
Debby, a program supervisor, built on Marla’s and Reese' point by noting: 
I don’t think they have enough experience to guide the reflection. Or even they 
wouldn’t know how to solve the problems. They can reflect on what went well. 
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what could be better. I don't know that they would have solutions for how to get 
better. That’s where the experience of the mentor teachers and the program 
supervisors assist in the process. It’s that they have other experiences to draw 
from to offer alternative ways to approach things. So I don’t think it would ever 
substitute either of them. (PS: Debby) 
Aware of the potential of each role, Debby contended that peer coaching supported 
fellow interns to reflect and should not substitute any other forms ot supervisors. 
Further suggestions were made on refining the process of observation. Victoria, 
another intern, had a proposal: 
I wouldn’t cut it out of the program. I wouldn’t cut out going to other classrooms 
and observing other teachers for the person who’s observing benefit. Maybe if I 
would cut anything out, it would be the formal conferencing possibly because we 
as students don’t have as much credential to give the feedback. I don't know if 
that really does benefit us. I don’t know how much I benefit from the feedback 
as much as the different perspective. (ST: Victoria) 
Victoria wanted peer coaching to remain in the program but suggested removing the 
formal post conference. 
Serena, an intern, supported Victoria’s proposal: 
We are learning together. You are not better than me and I am not better than 
you are. So let’s figure this out together and let's have a dialogue about our 
lessons, but not coaching in a sense, but just a dialogue, a conversation, a 
reflection. (ST: Serena) 
Serena recommended having a conversation at the post conference to reflect and to 
figure out things with fellow interns instead of coaching for each other. 
Findings indicated that, valuing the part of observation but finding it challenging 
to use the tool, interns made suggestions on this point. Ruth, an intern, had a say on the 
point: 
I would say to ditch the tool, just don’t use it. Notice what’s going on in the 
lesson. I would just go in and say, “take notes on what you noted, note as much 
as you can.” But that’s what I would have wanted to be told, “Don't worry about 
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the formalities of how you're supposed to do it, just do it and get what you can 
out of the experience.” People will make it more meaningful to them and find a 
way to make it meaningful. Maybe they might ask more questions in the post 
conference. So I would just say just go do an observation. (ST: Ruth) 
Ruth suggested discarding the usage of observation tools and granting peers liberty to 
collect global notes or anecdotes on the lesson instead. 
Maria, another intern, described her perspective on the point: 
Maybe it was something that you can have the lesson video taped and then you 
can take notes on it. Something you wouldn’t have to write up pages. But just 
kind of get that observation. Freely from writing what she said or I missed it. 
Really reflect on the lesson as a whole uninterrupted. That might be something 
beneficial, just watching it, to go with it. In the moment, you wouldn't be 
pressed to have everything done right there because you observe a lesson and 
you go off and you pre-conference and you post-conference, and that’s it. (ST: 
Maria) 
Maria suggested that fellow interns videotape the lesson while taking notes on it and 
believed that by doing so it would save time not to write a report. 
The comments below represented another perspective on the point: 
I would suggest a lot more preparation and it didn't seem to be really enforced as 
a very important component of ECETEC. If I were to introduce it next year I 
would really make it seem like it's a very important aspect. We have never really 
got that impression about it. So it never was really taken seriously by many 
people. The only thing I feel it either needs to be better framed and introduced 
and made it more important because a lot of it felt like it was just busy work. 
When it came down to at the post-conferencing and the pre-conferencing and the 
typing up of everything, [it] just became more busy work. (ST: Caitlin) 
Realizing the fact that peer coaching was not taken seriously because it was not 
enforced as an important component, Caitlin, an intern, believed that if the program 
framed it better, introduced peer coaching more seriously and made it more important, it 
would change the situation. She again complained that the formality of observation 
added more work to interns. 
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Findings from interviews indicated that further suggestions were made to modify 
peer coaching into visiting classrooms of veteran teachers based on the speculation of 
combining the advantages of visiting a classroom, obtaining strong modeling, and 
saving time all at once. As a program supervisor, Susan, put it: 
We have to choose what the more valuable experiences are. There might be an 
intern in that other class that you might go and you might watch that classroom 
teacher and you might see an intern interact as well. But to take the time to 
conference with an intern, to write it up in a summery form, the data collection 
and all of that, I don't think that's been a great use of their time. And in my 
experience they fake it very often. (PS: Susan) 
Susan went as far as to suggest discarding the formal cycle but taking advantage of the 
opportunity to observe a teacher or a fellow intern. Susan furthered her point: 
A strong modeling, just get out there and see how teachers do it. You can see 
that they might be a very dynamic animated teacher who is very effective. You 
can go into another same grade level classroom and see a very quiet teacher 
equally effective in a different way. That's a very good use of time, rather than to 
see another struggling peer who hasn't found the way yet. Anytime that they take 
away from their internship should be for observation. If they are in a first grade, 
it would be wonderful to even see another first grade. Or if they have never seen 
one of the middle grades, go take some time and observe in a third grade. 
Observe the specialist. All those observation things are great. (PS: Susan) 
Susan believed that interns learned more just by visiting different grade-level 
classrooms and experienced teachers to get strong modeling, instead of seeing 
struggling peers teach. 
Maria, an intern, however, had a different take on Susan's point: 
I felt for ECETEC. Just seeing young, new teachers in the classroom teaching is 
always beneficial, because we are young and new teachers. It’s also beneficial to 
see professional teachers teaching because they have the skills there, but to 
realize that you are not going to be there this year. You are going to be one of 
your peers that you are watching. You will be more like them than professional 
teachers. We still have to watch our peers because they are new teachers. You 
uet a job next year, but you aren’t going to be a professional, seasoned teacher. 
You are going to be 5 months older before you were graduated. So your style is 
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still going to be very new. You are still going to be testing out the water and 
learning new ways to teach. The students are going to know that you don't have 
everything. At the time, you are still learning how to move around the classroom 
and behavior management and really kind of gaining control the classroom 
again. So having the time for us to watch our peers and see that next year make 
sure I won't do that. (ST: Maria) 
Although acknowledging the advantages of observing experienced teachers, Maria 
believed that visiting peers’ classroom was beneficial for interns as it rendered interns 
opportunities to view novice teachers of the same level and teachers who made the same 
mistakes as they did. 
An additional suggestion was about creating time in classes in the program for 
peer experience sharing instead of peer coaching. As Susan, a program supervisor, put 
What is more worthwhile is time to hear from their peers in classes. They come 
into each other’s classes and they observe and give feedback, which is less 
valuable than the time they express wanting in a seminar to hear from their 
peers. So there has to be some time in seminar for comparing experiences. (PS: 
Susan) 
Susan advocated there be some time specifically set aside in the methods seminar where 
interns could share and compare experiences, which Susan regarded as more valuable 
than for interns to spend time peer coaching. 
Grace, a head TA and program supervisor, supported Susan's point: 
When I look at peer coaching I look at my interns in class just sharing with each 
other and forgetting about the observation piece, forgetting about the clinical 
model. They need to be able to sit and discuss what’s going on in their 
classroom... To me that’s peer coaching because you are teaching your peers 
about something that is taking place in your classroom setting. (Head TA & PS: 
Grace) 
287 
Grace suggested abandoning the clinical observation part and the clinical supervision, 
but only having time for interns to share in classes about things that happened in their 
settings because she believed this was when peers were teaching each other. 
A mentor teacher, Courtney, on the contrary, elaborated her concerns about 
Susan’s and Grace’s point: “If the peer coaching part were gone, data collection and 
sharing would probably go by the way. I don't think you would get everyone committed 
to do it. I see it is beneficial.” Courtney was concerned that once peer coaching was 
removed the advantages of peer coaching would also be eliminated. 
Still other suggestions were made regarding the applicability of peer coaching in 
this intense, fast-tract teacher education program. As Debby, a program supervisor, put 
it: 
It’s having ample time to be able to meet and discuss things. I don’t think they 
do with the way the set up of this program is. I don’t think they should be taking 
methods courses while they’re doing their internship. They should already have 
their methods classes done before they do them and I don’t think the program is 
long enough. They try to put too much into too small a time. (PS: Debby) 
Debby noted that peer coaching required a considerable amount of time to be effective 
and to be fully developed according to the way set up in the program. She also believed 
that it would have been more effective if interns could have finished methods courses 
before they student taught. However, the program was not long enough for this to 
happen. 
Courtney, a mentor teacher, echoed Debby’s point: 
If that was done within the content of just the student teaching and then more 
share time on that type of thing at seminar where they could actually talk about it 
and have feedback from other people, that would be beneficial. (MT: Courtney) 
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Courtney believed that it would be beneficial if peer coaching was implemented within 
the context of student teaching without other course obligations and interns were able to 
share at seminars. 
Jay, a head TA and program supervisor, built on the point: 
If it were a two-year program, there would be a place for it. But in a ten-month 
program there are so many things. The more and more that’s put on to the 
intern’s plate, the less and less they’re comprehending. They’re taught but how 
much do they really understand? It’s just like the regular practice of teaching. 
Like the more and more you tell a kid, it’s like rote memorization. (Head TA & 
PS:Jay) 
Jay realized that when there were more things thrown in this ten-month program there 
would be less quality of student teaching. He hypothetically supposed that it should be 
for a two-year program that peer coaching could find a place. 
Observing how peer coaching was implemented this year through working with 
interns, two head TAs and program supervisors debated between themselves about 
whether peer coaching was necessary in the teacher education program. One of the head 
TAs and program supervisors. Jay, wrestled with competing perspectives on whether 
peer coaching should be at this time when interns were in a ten-month program. He 
debated. 
Part of me thinks it’s very valuable because you have a chance to support your 
peers, see what other people are saying, learning good questioning and listening 
skills, which are crucial. The idea of breaking down the isolation in the field is 
really important. Building a sense of collegiality where you feel comfortable 
going to peer to ask for support. The field right now is extremely isolated. So 
introducing the idea of that, you can use your peers as support, you can go to 
them with questions. You can have them observe you. It’s really about a 
discussion... It’s more about a dialog between peers who want further success. 
It’s not an evaluation. So I’m torn on whether or not it should be in a pre-service 
program. Maybe the skills could be introduced and the idea could be introduced 
and then you practice it. But right now I don’t think there’s enough time for 
preparation. (Head TA & PS: Jay) 
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Jay believed that peer coaching is a way to introduce ideas and skills that interns 
practice to break down the isolation in the field and to build a sense of collegiality 
where teachers are comfortable to ask peers for feedback, for support and for further 
success. He was concerned, however, that because of the restriction of time the program 
could not prepare interns for that. 
Jay articulated over the other end: 
The other part of me thinks that that's really something for somebody who has a 
little bit more experience and time. In a two-year program it you’re constantly in 
a class throughout that program in some fashion, maybe you could start 
exploring that. At least be introduced to it. (Head TA & PS: Jay) 
Jay pondered that peer coaching might be something for a longer teacher education 
where interns had more time and experiences. 
The other head TA and program supervisor, Nancy, also struggled in 
deliberating on the issue: 
In this case, this year the program could have almost done without it... But it 
could be beneficial if the correct explanation to peer coaching went into it and if 
they had time to question and figure it out and talk through it like that 
supervision class. (Head TA & PS: Nancy) 
Nancy supposed that the program could do without peer coaching this year by the way 
they implemented it. On the other hand, she believed that peer coaching could be 
beneficial for interns if they received explanation and practiced on it. 
Nancy promoted her insights: 
It could be something very beneficial for teachers down the line. It could 
be beneficial if it was possibly a longer [program]. I think the program would 
have to be revamped. Ten months is not a lot to fit a lot of material into that 
certain time... they need to start at this point because it starts that understanding 
of collaboration and it starts that understanding of “I can utilize my peers, how 
she or he is seeing this lesson” and to get feedback from a different perspective 
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with someone who’s still within your school or understands the community of 
kids or the culture, the school or your specific classroom because they may work 
with those kids also... 
If I go to a peer and we schedule our own peer observation or the school 
has a policy where we have to do so many peer observations, it’s up to us how 
we want to do them... This is not someone who is going to say yes or no to 
hiring me back next year. This is not someone who’s going to determine if I’m 
capable or competent. This is a peer. It’s a safe place to get feedback and to 
continue to grow and set those goals personally without that risk involved in it. 
I'm going to go with the risk, when I ask someone to come in and observe and to 
reflect with you or to give feedback. But it’s safer. That's why it’s important to 
start at the pre-service level at the beginning when you really are growing, you 
really are figuring things out and you’re really developing those next steps. 
(Head TA & PS: Nancy) 
Nancy believed that peer coaching should start at this point of teacher education because 
it starts the understanding of collaboration where teachers can get feedback and continue 
to grow from someone who she/he trusts to have a different and non-judgmental 
perspective and who understands the things and people in the community. 
Nancy built on the point utilizing her own experience as an example: 
... I think the interns need to know... because if I had this before I taught, when 
I went into teaching and when I was being observed by my administrator... I 
would have viewed it... from a different perspective. Even though at times, there 
was that evaluative piece to it. But I think I knew I was doing what I needed to 
do... there was a pre-conference... a couple of times I was observed, a pre¬ 
conference, an observation and a closed conference and I was so fixated on 
giving the right answers or I was so fixated on something... I was really missing 
the purpose of being observed.. .so I think that could help, just with the 
collaboration of feedback and determining what went well and using a colleague 
or an administrator to do it and where to go with that from there and how to 
develop those next steps. (Head TA & PS: Nancy) 
Utilizing her personal experience, Nancy promoted why peer coaching was an important 
aspect to have at the pre-service teacher education when prospective teachers were 
developing their positive perspectives and attitudes towards the profession. 
Nancy provided further commentary on the point: 
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It wouldn't be something that necessarily everyone would have to re-take, maybe 
they would want to refresh after so long. I’m looking at it too from like a larger 
perspective. I would love to see it adopted in all pre-service teacher education 
and in schools. (Head TA & PS: Nancy) 
Finally, Nancy believed that peer coaching was something that you learned it once and 
only needed refreshing for later. She would love to see it adopted in all pre-service 
teacher education programs and in schools. 
In summary, the implication plan for program preparation included three areas of 
deliberation: a) time consideration, b) follow through, and c) modification of peer 
coaching for preservice teacher education. Participants believed that time constraints 
were the major issue caused by the programmatic design. In light of time constraints, 
interns took peer coaching as additional work and took it lightly because it had less 
immediate impact on the near future. During the spring semester, there was only one 
peer observation, which was believed not to be sufficient to build interns mutual trust 
and relationship. 
Findings demonstrated that originally there was no plan for following through 
peer coaching in the program and interns were not offered opportunities for problem 
discussing, experience sharing or guidance getting. When the program realized that 
interns were doing peer coaching without any support, an additional course of 500Y was 
added. Unfortunately, it was not timely enough. 
A number of suggestions were made to modify peer coaching in preservice 
teacher education when participants pondered on the issues and advantages of peer 
coaching from different perspectives. Regarding the cycle of observation, suggestions 
were made for interns to collect global notes or anecdotes on the lesson; to videotape 
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fellow interns’ lesson; and to have a conversation with fellow interns, rather than having 
a formal post conference. It was also suggested that the program frame peer coaching 
better, introduce peer coaching more seriously and make it more important so as to 
make peer coaching effective. Participants believed that, while program supervisors 
were evaluative, peer coaching was for co-teaching and should not substitute any other 
forms of supervisors. 
An additional suggestion was made to discard the formal cycle, but take the 
advantage observing a teacher or a fellow intern in different grade-level classrooms so 
as to get strong modeling from experienced teachers. On the other hand, other 
participants perceived it beneficial for interns to visit peers’ classroom as it provided 
interns opportunities to see novice teachers of the same level and teachers who made the 
same mistakes as they did. A further suggestion was to forsake the clinical observation 
and only to provide interns with time to share in classes about things that took place in 
their settings. Concerns, nonetheless, were raised that, once peer coaching was removed, 
the advantages of peer coaching would also be eliminated. 
Debates arose over peer coaching in preservice teacher education. Participants 
understood that peer coaching would benefit interns in the short term and that it might 
foster interns’ perspectives and attitudes towards learning through collaboration without 
the fear of being judged with people in the learning community in the long run. But 
there was a concern about the capacity of this program to achieve the goals due to its 
limitation of time. 
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Implication Plan of Action for Intern Preparation 
The implication plan of action for intern development on peer coaching 
comprised three areas: a) purposes for peer coaching, b) behaviors for peer coaching, 
and c) concepts of clinical supervision. 
Purposes for peer coaching'. Findings from interviews indicated that there were 
a number of puiposes for peer coaching. Marla, a mentor teacher, stated, “That is for 
support and for information, but not for criticizing.” In addition, Jay, a head TA and 
program supervisor, stated, “You’re learning about yourself. There’s a lot of value to 
it... Interns can learn about questioning, learn to be reflective, [and] learn to give 
constructive, non-threatening advice.” 
Another purpose was for interns to be engaged in peer conversation. As Leon, a 
mentor teacher, put it: “That kind of conversation that can take place among peers is a 
wonderful thing. It’s a great idea. I hope they can use that. It’s a nice feature.” Becky, 
another mentor teacher, built on Leon’s point: “These kids are in the grad program now. 
They don't have that interaction of their teacher peers. It’s beneficial because they learn 
from each other.” 
One more puipose was to engage interns in peer collaboration. Caitlin and 
Reese, two interns, supported the point: 
Since it's such a collaborative, constructivist program, a lot of their focus with us 
teaching our own students, having students work together. Maybe they are 
thinking of the peer coaching as a way to support each other and to learn from 
each other and take advantage of each other's knowledge. (ST: Caitlin) 
It’s like having a colleague, who is learning the same thing like you, entering the 
classroom like you, looking like you, having the same education, having 
supervisors, equally stressed out, persons who are at the same level as you. It’s 
different than program supervisors. Program supervisors are being more 
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authoritative. There’s evaluation that is taking place. Mentor teacher is the same 
thing, more experienced, more evaluative, whereas peers, they are ol my level. 
We are in the same situation, same in our life with the kids. (ST: Reese) 
Caitlin and Reese both believed that peer coaching offers opportunities for peers to 
support and learn from each other and co-construct knowledge in a safer environment. 
Further, Debby, a program supervisor, elaborated her thoughts: 
The role of peer coaching is to build collegiality, support and relationships and 
to have trust in someone else and have someone else to share ideas with and 
reflect ideas with. That’s what the role of it should be. I don t think it should 
replace anything. I don’t think it really can. It’s kind of something almost 
separate. (PS: Debby) 
Debby believed that the purpose for peer coaching was to build collegiality, but not to 
replace any other forms of supervisors. 
Additionally, peer coaching was to provide “another set of eyes, potentially more 
ease, a better comfort level because it's a peer and it's not somebody [with] position of 
authority or power watching you,” added Hannah, a mentor teacher. 
Finally, interns could learn clinical supervision through peer coaching. As 
Grace, a head TA and program supervisor, put it: “If it were done correctly it would be 
so important. If they actually use the clinical model and do the pre-conference and the 
post-conference, I can see it being very useful...” 
Behaviors of peer coaching: Findings indicated that some behaviors were 
considered good for peer coaching and some not. Maria, an intern, had a say on the 
point: 
I want you to be honest with me and really give me points that I can improve on. 
I am looking for areas that I could teach better and I really want your honest 
suggestion to help me become a better teacher. Don’t take it personal, which is 
why we were so nice. I know about people teaching lessons that I never even 
saw, because people are like “Oh, her lesson is horrible. She did such and such.” 
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You know word of mouth gets around. Maybe we should talk about 
confidentiality like that. You know if you watch someone else, it's not for you to 
go and talk about who is mastering this and who has shown effective teaching 
skills, and who hasn’t. (ST: Maria) 
Maria believed that it was important that fellow interns were honest and confidential 
about other interns’ teaching and that interns did not take things personal. By doing so, 
all interns could feel safe and trustful and learn to become better teachers. 
A program supervisor, Harry, supported Maria’s point by sharing his insights 
into human innate nature that affects collaboration: “...we don’t just know how to get 
along with each other and people, human beings are very confrontational and 
combative. It’s not just going to happen without the training.” 
Melody, another program supervisor, shared her observations: 
What they do is that I am better than they are or they are better than me. It should 
be very reciprocal if the training is good. It’s very reciprocal. And I can do 
better. They are doing more than I am. They chose a lesson; their response was 
more sophisticated than mine. Next time I am going to try that. (PS: Melody) 
Melody noticed that interns became competitive with each other in peer coaching and 
suggested that the attitude towards peer coaching should be reciprocal and be willing to 
learn from each other. 
Also noticing the need for interns to learn about positive communication, Marla, 
a mentor teacher, argued, “That has to be part of the curriculum at the university that 
you would have talked about what is expected of each other. It has to be done in a 
positive way. Whatever is said is said in a positive way.” 
Caitlin, an intern, supported Marla's point: 
Maybe frame the peer conferencing and framing the peer coaching prior to this 
semester's beginning, just say, “You may encounter situations where you feel 
that advice is not appropriate. Or you don't feel comfortable taking advice and 
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you don't feel that person is entitled to give you the advice." In our program we 
have a lot of problems with professionalism in general. Professionalism and 
advising are huge aspects of everything teaching and advising. II you can't be 
professional about it and suck it up and take the advice, then you are not really 
going to go anywhere. So that's a huge aspect of it, just being professional. 
Actually it's silly that you might have to take the time to frame that but it's really 
important to introduce that as a huge part of coaching both ways. (ST: Caitlin) 
Caitlin recommended that the program reasoned with interns about what might occur 
during peer coaching and how to give and take advice in a professional way before the 
beginning of the semester. 
Harry, a program supervisor, echoed Caitlin’s point: 
I’ve already gotten responses from some of the interns that one of their 
colleagues did their peer observation, the way they wrote it up is too critical, and 
it closes people down to the feedback. So that type of understanding of what it 
means to communicate in a professional manner in a way that is in the spirit of 
collaboration, rather than you coming in and being an evaluator. (PS: Harry) 
Harry learned from interns the negative effect of peer coaching and noted that 
communication in a professional manner is “in the spirit of collaboration.’’ 
As a mentor teacher observing how interns were interacting during peer 
coaching, Joy commented, “The whole thing about coaching is that peer coaches have 
got to be able to sit back and really listen. Coaches have to be able to do a lot of 
listening.” 
I used the remark of Harry, a program supervisor, to conclude the behaviors for 
peer coaching: 
... it’s not such a simple thing to just collaborate. That needs to be part of the 
curriculum. It can be done just like we teach kids how to go, do, and pair share. 
We train them how to interact around content using these structures for 
cooperative learning, how to interact. It’s also part of their learning and the 
social interaction... goal of learning and collaboration that we expect students to 
do, same thing but a different level with higher Ed. They need to be trained 
explicitly how to do it. Peer observation is a valuable tool. If people don't take 
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any stock in it or don't think that they need to learn anything new, the feedback is 
going to fall on deaf ears. So even putting up the structure, people need to have 
them buy-in. They need to be invested. They need to believe that it's going to 
help them. Otherwise it will just be a requirement that they have to go through 
and do. (PS: Harry) 
Harry argued that peer coaching is a valuable tool and should be explicitly taught as part 
of the curriculum and that interns should specifically learn how to collaborate and 
interact. Additionally, in order for peer coaching to be effective, interns should be 
committed to it so that they would not take it as a requirement. 
Concepts of clinical supervision: The core task of peer coaching was about 
clinical supervision. Findings, however, indicated that interns did not know how to 
facilitate a reflection and desperately needed guidance. As one of the interns, Serena, 
put it: “We don’t know how to facilitate it. If it is supposed to go one way, then 
everybody should have the idea how I should go. Then we should be guided into that 
direction, rather than figuring it out by ourselves!” 
Caitlin built on Serena’s point: 
... I don't feel we are really trained on how to use the tools. So maybe they are 
more valuable than we know, but we didn't really know how to utilize some to 
our advantage. So post-conferencing would sometimes be a little awkward. So 
post- conferencing was good, but one thing that I would actually change about 
would be how to actually utilize all those tools and to give more training in the 
tools for the peers. (ST: Caitlin) 
Caitlin’s comment was a further illustration of the importance for interns to learn to use 
clinical supervisory strategies and the observation tools. 
Nancy, a head TA and program supervisor, had this insight to share: 
It goes back to that clear understanding of purpose of the clinical model. That is 
something that can really be made clear throughout a course of supervision or it 
was a long workshop on the clinical cycle model and peer coaching. (Head TA 
& PS: Nancy) 
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Nancy stressed the importance of knowing the purpose of clinical supervision and urged 
that interns should learn one way or another about the clinical supervision and peer 
coaching. 
From another perspective of looking at what peer coaching should be like, 
Cathy, a mentor teacher, commented: 
Learning how to do peer observation is important. Because nobody wants to be 
judged by peers, it has to be a safe thing. In order to make it safe, there have to 
be those parameters. So for example, the person has to tell you what they want 
you to watch, and you just collect the data, and you don't give any leedback 
unless they come to you and ask you. It’s hard to listen to your advice. (PS: 
Cathy) 
Cathy reiterated the process of clinical supervision techniques and believed that, through 
learning about clinical supervision, interns would know how to provide feedback in a 
non-judgmental manner. 
Findings from interviews indicated that interns believed that modeling was 
needed for learning how to execute peer coaching. Maria and Caitlin shared their 
perceptions: 
Model it; even they have to do it during orientation. Whether they get a 
classroom in there and have a teacher teach it, have each take notes. And have 
them post-conference afterwards right in front of us. Have us split into groups 
and go into classrooms and watch someone teach and watch them post¬ 
conference and have it done so that we actually are learning how to do it and not 
just being thrown into it. You want to get feedback. But you want to get positive 
feedback. You make your feedback positive and you make negatives into 
suggestions. (ST: Maria) 
Some training at some point before the school year starts, prepare us, give us 
examples, model what a post conference would look like, give us some 
questions, go through the tools with us, take out the tools that may just be 
unrealistic or break them down or suggest ways developing your own tools. I 
have once in a while heard that in the program but never really sat down and 
constructed my own tool. That could even be like part of your day work in a 
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group and construct one tool and then have them look through it or vote on what 
you think is a good tool and see if you come up with anything good. (ST: 
Caitlin) 
Through their own teaching experience, Maria and Caitlin had insights into what should 
have been carried out in the program in order to prepare interns for effective peer 
coaching. Therefore, they both suggested that the program should take time to model 
how to implement each step of peer coaching and have interns practice on providing 
positive feedback and working on tools. 
In summary, the implication plan of action for intern development on peer 
coaching included: the puiposes for peer coaching, the behaviors for peer coaching and 
the concepts of clinical supervision. Results indicated that the purposes for peer 
coaching should be for support, for information and for learning about oneself. 
Participants believed that peer coaching was to engage interns in peer conversation, in 
peer collaboration and in collegiality establishment. It was also for a sale environment 
where interns support each other and learn about clinical supervision. 
Results revealed that the behaviors for peer coaching should be that interns are 
honest and confidential about each other’s teaching and that they do not take things 
personal, so that they feel safe and trustful and learn to be better teachers. Moreover, 
peer coaching should be reciprocal. So interns should learn about positive 
communication and active listening. Finally, peer coaching should be explicitly taught 
as part of the curriculum and that interns should specifically learn how to collaborate 
and interact. Additionally, in order for peer coaching to be effective, interns should be 
committed to it so that they would not take it as a requirement. 
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Findings indicated that interns did not know how to facilitate a reilection and 
desperately needed guidance. As a result, interns should learn to use clinical supervisory 
strategies and the observation tools, through which they will learn how to provide 
feedback in a non-judgmental manner. 
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CHAPTER 7 
DISCUSSIONS, IMPLICATIONS, LIMITATIONS, AND 
RECOMMENDATIONS FOR FUTURE STUDIES 
In this chapter, I discuss the findings concerning the three components during 
student teaching - mentor teachers, program supervisors, and peer coaching. Based on 
the research questions, their influences and roles are first discussed against the findings 
presented in chapters 4, 5 and 6 and an additional set of survey findings on the 
comparisons of the three components in the areas of learning about teaching, clinical 
supervision and emotional support (see Table 23). Secondly, I discuss the results of each 
component in preparation, supported by another comparison set of survey findings (see 
Table 24). Thirdly, some points on the mixed methods that I utilized for this study, 
including limitations of the study, are examined. Finally, I conclude this chapter with 
my recommendations for future studies. 
Contrast and Comparison of the Influences and Roles of the Three Components 
During Student Teaching 
Survey findings on the comparison of the helpfulness of program supervisors, 
mentor teachers and peer coaching, to interns learning to teach indicated that all three 
groups of respondents - program supervisors, mentor teachers, and interns - believed 
that mentor teachers were the most helpful, followed by program supervisors, and that 
peer coaching helped the least (see Table 23). This was well supported by numerous 
studies. Mentor teachers are believed to be the most essential and influential during 
student teaching (Clement, 2002; Dever, 2003; Vessel et al., 2000) because they model, 
guide and facilitate internship (Koskela et al., 1998; 1999; Weasmer et al., 2003). 
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Program supervisors also helped interns recognize what they knew and then integrate it 
into practice (Freidus, 2002). As for peer coaching, interns are believed to generally lack 
skills to analyze lessons (Ovens, 2004). The contribution ot this study to the literatuie, 
however, is that the results reveal the order of the helpfulness of each component to 
interns explicitly. 
Interview findings supported the survey findings and previous research on some 
points in the area of learning to teach. First, mentor teachers were compared to the 
lifeblood, which indicated its vital significance during student teaching (Clement, 2002; 
Dever, 2003; Vessel et al., 2000). Second, they were considered as a coach, a professor 
and a senior in high school — analogies with a strong connotation of being 
knowledgeable and experienced in areas ot teaching. Fuither, interview findings 
indicated that, in the mentoring process, mentor teachers initiated interns progressively 
into teaching once they entered the classroom (Pellett et al., 1999, Me Wiliams, 1995), 
modeled and helped interns with lesson plans (Kyle et al., 1999) and supported interns 
in a variety of professional aspects in and beyond the classroom. 
Program supervisors, however, were compared to an assistant coach who 
observed interns using clinical supervision model and were occasionally compared to a 
mentor when interns needed special support (Field, 2002), which implied that they weie 
secondary to interns in terms of learning to teach. Even less was the helpfulness of peer 
coaching, which was compared to a two-way street - interns learn from teaching as well 
as from observing simultaneously. Results demonstrated that interns weie not able to 
provide critical feedback to fellow interns as a result of lack of expeiience, yet peer 
coaching allowed interns to learn the other way around - to reflect upon themselves and 
to learn from peers. Results also indicated that interns became more active and 
analytical teachers from the peer-coaching experience (Weiss et al., 1995; 1998). 
Table 23 
Comparisons of the Helpfulness of PS/MT/PC to Interns 
Learning to Teach Learning About 
Clinical Supervision 
Emotional Support 
PS MT>PS>PC PS>PC>MT PC>PS>MT 
MT MT>PS>PC PS>MT>PC MT>PC>PS 
ST MT>PS>PC PS=MT>PC PC>MT>PS 
PS=program supervisors; MT= mentor teachers; ST=student teachers/interns; 
PC=peer coaching 
As for interns learning about clinical supervision (also see Table 23), all three 
parties believed that program supervisors helped interns the most, which confirmed the 
results of my pilot study that demonstrated that program supervisors were usually 
helpful on this point. Further, program supervisors believed that the peer-coaching 
experience helped interns more than the support of mentor teachers. This could be a 
reasonable inference from program supervisors’ perspective that interns learned clinical 
supervision better as they utilized observational techniques in peer coaching. However, 
interns believed that mentor teachers were as helpful as program supervisors, which 
implied that many mentor teachers were factually strong in clinical supervision. On the 
other hand, mentor teachers regarded themselves as more helpful to interns learning 
about clinical supervision than peer coaching, which again implied that mentor teachers 
were confident in their skills in clinical supervision. 
A further analysis revealed that intern gave the helpfulness of program 
supervisors/ mentor teachers/peer coaching exceptionally low ratings (44.3%, 48.1% 
and 36.5%) in always/usually helpful for all three components. This was discussed in 
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chapters 4, 5 and 6 respectively. These results indicated that most interns did not believe 
that each of the experiences helped them strongly in the development of clinical 
supervision, which especially contradicted with the result of my pilot study last year, in 
which interns' rating on program supervisors was 71.7%. The discrepancies in interns 
low recognition of support from all three components and in the results between this 
study and my pilot study could be justified through a few findings from the study. 
Firstly, results demonstrated that interns were not instructed about clinical 
supervision in the program this year, as opposed to last year when interns did learn 
about clinical supervision in the seminars, and many felt frustrated because they did not 
know how to perform the observation properly. Secondly, results indicated that most 
interns learned clinical supervision by observing how their program supervisors 
supervised them. However, findings demonstrated that the program assumed that all 
program supervisors hired were able to implement clinical supervision, which set up the 
possibility that program supervisors, especially those who did not come with clinical 
supervision background, did not execute clinical supervision the way it was supposed to 
be. Experienced program supervisors might also have danced their own steps in 
supervision because they did not receive a refresher to reinforce the knowledge for them 
to work on the same page. Noticeably, the comparison of the results of my pilot study 
last year and that of this study demonstrated that the helpfulness of program supervisors 
to interns learning about clinical supervision decreased this year, which implied that 
interns without peer coaching preparation decreased the capability to learn from 
program supervisors as well. 
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Lastly, results indicated that most mentor teachers learned to perform the role 
from prior experiences and reading the program handbook. Though some mentor 
teachers might have learned clinical supervision through other channels, as indicated by 
the results, clinical supervision was not part of the preparation for mentor teachers in 
this program. All of these factors revealed that interns were not provided with decent 
opportunities to learn about clinical supervision solidly, not through the program, 
program supervisors, nor through mentor teachers. 
Survey findings regarding the comparison of the helpfulness of PS/MT/PC to 
interns in emotional support indicated that program supervisors and interns believed that 
peer coaching was the most helpful to interns in emotional support (also see Table 23). 
Also, interns and mentor teachers believed that program supervisors helped the least. A 
further examination of survey findings related to emotional support from program 
supervisors in chapter 5 showed that program supervisors were generally rated 
always/usually useful with pretty high percent (75.0%, 68.0%, 65.4%) by program 
supervisors, mentor teachers and interns respectively. These findings collectively 
revealed that interns (2/3) in this program received different layers of strong support 
from fellow interns who peer coached with them, mentor teachers and program 
supervisors. This implies that many interns had good relationships with their fellow 
interns, mentor teachers, and program supervisors. 
Interview findings supported the survey findings. The emotional support from 
fellow interns was compared to a friendship/a pep rally where interns had the empathy 
for each other and encouraged each other. Additionally, when they went observing each 
other, the journey was similar to a retreat/a reality check where they learned new things 
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and became refreshed. Further, peer coaching was an occasion tor interns to do a reality 
check with fellow interns and to feel confident about themselves as novice teachers. 
This collegial support makes interns feel relaxed (Anderson et al., 1994; Hasbrouck, 
1997; Kurtts et al., 2000; Gemmell, 2003). 
The support from mentor teachers was compared to that of a grandmother, a 
professor and a friend, and a senior in high school, who know better, have more insights 
and are gracious. This support is from someone higher and wiser and is a discerning 
support that can guide interns the right path to take. 
The emotional support from program supervisors was compared to that of a 
cheerleader, an outsider who cheers on the side ot the field, and that of a tour guide, 
someone who knows where they are going and constantly informs and keeps them on 
the right track throughout the journey. This support is from someone who knows what 
the endeavor is about in the program as well as in the school and is willing to guide 
interns the direction to the terminal of the journey. 
Another contribution of this study to the literature is that it utilizes unique 
analogies to illustrate the influences and the roles of each component. More importantly, 
the nature of each analogy captures certain essence of the role and collectively all 
analogies establish a fuller image of what the role is about. Most important of all, the 
analogies help generalize the distinction of each role. Utilizing analogies initiated and 
supported by interview findings, the roles and responsibilities of each component have 
been explained in a more explicit and concrete way, which is one more contribution of 
this study to the literature. 
Generally, in this program, the influences and roles of the three components 
differed in many distinctive ways. From the analogies that described the role, program 
supervisors were considered functional-oriented (a bridge, a boss, a middleman and a 
tour guide), complementary to mentor teachers (an assistant coach), and service-based (a 
cheerleader, a liaison and a bridge). Nonetheless, they were regarded as least powerful 
in the program and least favorable in the field (the bottom of the food chain). 
Mentor teachers were believed to be the most vital (the lifeblood); continuous, 
sequential and residential (a parent), because of the fact that they were most involved in 
initiating interns into the professional world. Mentor teachers were those who modeled 
and directed (a coach). The role was supposed to be graciously supportive and 
knowledgeable about the profession. The mentor was able to pass on experience and 
general knowledge of how to be a teacher (a grandmother, a professor, and a senior in 
high school). 
The effects of peer coaching were to help interns keep abreast of the times by 
collaborating with colleagues (a two-way street and a retreat/a reality check) and to get 
encouraged and appreciated (a friendship/a pep rally). Peer coaching was distinct from 
the influences of program supervisors and mentor teachers in, as results indicated, that 
the effects of which would eventually contribute to interns’ long-term affective shift 
towards the profession. But the other reality with peer coaching was that interns were of 
the same level and could not instruct each other about the theory or practice (a contorted 
mirror). Without a proper understanding of the purpose and without sufficient time, peer 
coaching became merely an additional responsibility (a chore). A number of findings in 
this study revealed that, if interns had understood the purposes of peer coaching and had 
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been allowed to implement it without the pressure of time, peer coaching could have 
been more helpful to interns. 
Contrast and Comparison of the Preparation for the Three Components 
Survey results regarding preparation indicated that 75% of program supervisors 
and 54% of mentor teachers believed that they were prepared for their role. 
Additionally, 50% of interns agreed or strongly agreed that they were prepared to 
perform peer coaching. According to the surveys on how program supervisors/mentor 
teachers/interns learned their roles, results indicated that all three parties took various 
paths. One commonality, however, was that all three parties took great advantage of the 
program handbook. Additionally, trial and error and learning from peers were two 
common paths where all three parties walked toward the goals. The results suggested 
that all three parties hoped to have opportunities for professional development on their 
specific role. 
Program supervisors were most active in learning about their role, according to 
survey findings. Many program supervisors learned through taking a supervision course 
(2/3) and through the program orientation (2/3), which were not true of mentor teachers 
and interns. A couple of reasons might explain for this phenomenon. First, it could be 
because program supervisors were hired tor the puipose of observing interns teach and 
fostering communication between different parties and between two institutions. They 
learned the fundamental skills so as to fulfill the role. They had to pay close attention to 
the program orientation, so that they would know what to communicate. But interns and 
mentor teachers did not have this responsibility and could rely on program supervisors 
for further input. Additionally, motives play a significant part. Doctoral students 
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wanted to know more of the theory to verify the practice. Former teachers were 
interested in supporting younger generations and passing on their experience, especially 
now when they had more time than when they were teaching. Program supervisors met 
periodically as a cohort with a head TA, an opportunity to touch base with colleagues 
and with the program. Unfortunately, results indicated that few program supervisors 
learned from these meetings mainly because the meetings served as moments for head 
TAs to pass on messages from the program. 
Conversely, findings showed that interns were the least active learners for the 
purpose of their role in peer coaching. Without formal preparation, many interns 
(59.6%) learned through the modeling of program supervisors. This result implies that, 
with tremendous time constraints and lacks of focus and preparation, interns relied 
heavily on program supervisors for easy input, took peer coaching passively and coped 
with peer coaching in the easiest way they could. An inference was that, even with time 
constraints, if the program had emphasized the importance of peer coaching and 
prepared interns for the role, interns’ learning attitudes towards peer coaching could 
have been reversed. 
Mentor teachers, on the other hand, relied heavily on their past experience as 
mentor teachers (92.0%) and then from interns (50.0%). This result could be explained 
through the fact that, as classroom teachers whose primary responsibility is to attend to 
the learning and needs of students, mentor teachers could easily fall into the mentoring 
pattern that they had developed over past years with other interns. These interns had 
brought program expectations, which again, as indicated by findings, served as another 
path for mentors to learn for their role. 
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Results revealed that a specific rationale was developed for the development of 
each member of the triad to can y out the particular role. Since it was based on issues 
and concerns that arose from the practice of each component, each rationale was distinct 
from one another. Despite of this, findings indicated that there is still one similarity 
running through the rationales of the three components - members of the triad did not 
learn their specific role through programmatic formal preparation because the program 
assumed that each of the members was able to learn the role through other available 
learning paths. Unfortunately, many issues and concerns stemmed from this assumption. 
For example, in the area of mentor practice, results from the study demonstrated 
that most interns (7/8) had a negative experience to some degree working with mentor 
teachers because of mentors’ lack of mentoring knowledge and skills. Findings also 
indicated that mentor teachers without clinical supervision background tended to be 
more critical, direct and dictating. Moreover, mentor teachers were found to seek 
support from interns and program supervisors. Most importantly, mentor teachers do not 
have sufficient communication and opportunity for problem solving, which implies that 
they consequently were trapped in own traditional modus operendi and were mentoring 
interns without recourse to outside help. 
With respect to program supervisors, knowledge about the program and 
supervision affected their efficacy in performing the role. Results demonstrated that this 
was especially true of new program supervisors recruited from among retired teachers 
and doctoral students. The new program supervisors tended to be less confident and to 
interpret the role according to their background knowledge and experience, which 
oftentimes were not what the program was looking for. Hence, they ran into problems. 
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which might again impact the program. Those who were experienced seemed to have 
developed their system of understanding and appeared composed. Yet, results indicated 
that this was not necessarily a good phenomenon because it was hard for the program to 
tell which direction experienced program supervisors were actually taking and how their 
practice would impact the outcomes of student teaching. 
As far as peer coaching is concerned, results indicated that, owing to a lack of 
understanding of the purposes for peer coaching, interns became evaluative and critical 
towards each other and did not know how to execute observations and how to provide 
proper feedback. Consequently, interns became less serious and learned less from the 
experience and said they would like to remove the peer coaching component from 
student teaching. On the other hand, according to results, they all, even those who 
strongly felt negative about peer coaching, agreed that peer coaching brought forth 
positive effects in internship, such as what captured in the analogies - being a two-way 
learning street, a retreat/a reality check and a pep rally. 
The lack of formal preparation impacted the effectiveness of program 
supervisors, mentor teachers, and interns to different degrees. Findings revealed that 
many program supervisors had at least one year and above of supervising experience 
(88%) and had taken a supervision course (67%). This implied that the program had 
done a certain degree of screening on candidates in the process of selection. As a result, 
results demonstrated that most program supervisors were considered well prepared 
because they fulfilled their role properly, although a few new program supervisors ran 
into problems and brought difficulties to interns, mentor teachers or the program 
because of lack of preparation. 
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Most mentor teachers (92.0%) were prepared through prior experiences and 
many of them (68%) had had at least 3 years and above of mentoring experience, which 
implied that most of them had a certain degree of ability and confidence to fulfill their 
role. For almost all interns, on the other hand, peer coaching was a brand new concept 
and the schema had not yet been developed in their brains. Yet they were requested to 
perform the role using the techniques in which a great amount of professionalism was 
embedded and the same model that program supervisors and mentor teachers were 
using. From this perspective, peer coaching could be an overwhelming and challenging 
requirement to interns. These phenomena explained the results of the survey regarding 
choosing about retaining program supervisors, mentor teachers and peer coaching in 
student teaching (see Table 24). 
Findings in this survey indicated that 11 program supervisors (91.7%), 45 
mentor teachers (90.0%), and 28 interns (53.8%) would choose to retain all three 
components for student teaching. Nonetheless, 1 program supervisor (8.3%), 5 mentor 
teachers (10.0%), and 24 interns (46.2%) would choose for one component to be 
eliminated, doesn’t matter or missing. According to the requested notes on the survey, 1 
mentor teacher (2.0%) and 12 interns (23.1%) would choose to eliminate peer coaching 
and 2 interns (3.9%) would choose to eliminate program supervisors. Another 
contribution of this study to the literature was the illumination of the importance of each 
role. Firstly, mentor teachers, the main support for interns when they are learning to be 
teachers, were indispensable. Secondly, program supervisors, the functional supporters 
between two institutes, could be taken away if they did not support the field experience 
in a positive manner. Finally, peer coaching was a great support for interns' emotional 
needs and attitude change toward the future but, when it was not effective, a number of 
interns (approximately 25%) believed that it should be excluded from the experience. 
Table 24 
Choice for retaining MT/PS/PC in Student Teaching 
^^^^Triad 
Choices 
PS MT ST 
Frequency Percent Frequency Percent Frequency Percent 
3 co-exist 11 91.7 45 90.0 28 53.8 
One be eliminated 0 0 1 2.0 14 27.0 
Doesn't matter 0 0 4 8.0 8 15.4 
Missing 1 8.3 0 0 2 3.8 
Total 12 100.0 50 100.0 52 100.0 
In order to make each role supportive to the field experience, a development 
plan of action has been constructed for each component. The plan for mentor teacher 
development included learning about expectations and skills and opportunities for 
experience sharing and problem solving. For program supervisor development, the areas 
included learning about clinical supervision, the theory and construction of the lesson 
plan, and the knowledge of the content of the interns' coursework. In regard to peer 
coaching, two plans were developed. One dealt with program preparation, including 
time considerations, follow through, and modification of peer coaching for preservice 
teacher education. The other was aimed at intern development in peer coaching, which 
comprised the purposes for peer coaching, the behaviors for peer coaching, and the 
concepts of clinical supervision. 
The one commonality among the plans for the three components was learning 
about clinical supervision, since clinical supervision employed the techniques used for 
all observations in this program. However, the intensity varied from role to role and the 
philosophy behind the endeavor also varied from role to role. Findings suggested that a 
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complete supervision course should be required for program supervisors without solid 
clinical supervision background and an additional refresher for others. This made sense 
because clinical supervision served as a crucial element of the program and observation 
was one of the major tasks for this role. 
Findings showed that clinical supervision raised the quality of mentoring and 
helped mentors become more objective and more able to ask open-ended questions to 
prompt reflection (Glickman et al., 2004). This was found to be true in this program 
also when mentor teachers were requested to observe interns formally a couple of times 
using observation tools. However, results revealed that mentoiing stiategies covered a 
multitude of other areas as well. So it would not be realistic to request mentor teachers 
to take a full course of clinical supervision. However, results revealed that mentor 
teacher development focused on the data-driven concept and question-posing skills that 
would help mentor teachers become more of reflection facilitators rathei than opinion 
dictators was still recommended. 
Peer coaching, as it was set up in the program, utilized the model of clinical 
supervision. Findings demonstrated that clinical supervision should be taught explicitly 
so that interns would know how to collect data and conference with each other in a non- 
judgmental manner. According to literature on peer coaching, the preparation takes only 
a few hours to bring about effective outcomes (Mallette et al., 1999; Kurtts et al., 2000 
& Gemmell, 2003). Findings also indicated that peer coaching was effective when the 
program built this learning into seminars in the beginning of the school year (Gemmell, 
2003). Unfortunately, without proper preparation this year, peer coaching drew a flood 
of criticisms. Below I will attend to the discussion on peer coaching preparation. 
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Compared to the unwavering standings of mentor teachers and program 
supervisors, peer coaching in the preservice teacher education appeared conditional. 
Before the decision is made to include peer coaching, a teacher education program 
should secure that faculty and interns have enough time for the program and that they 
cany out peer coaching properly. In addition, it was recommended that an assessment be 
made as to how peer coaching is helpful and whether or how it should be included in the 
teaching practicum. Previous research has revealed that peer coaching helps break 
isolation (Bullough et al., 2003) and build collegiality in the profession (Slater et al., 
2001). If the program shares a similar vision, findings in this study suggested that a 
modified process of peer coaching promote a long-term professional welfare for future 
teachers. Further, research on peer coaching indicated that most programs built a 
relationship between academic learning and peer coaching so as to promote focused and 
purposeful learning (Anderson et ah, 1994; Bowman et ah, 2000; Gemmell, 2003; 
Kemloms et at., 2002; Kurtts et ah, 2000). In view of this, preparing interns to noted 
good teachings and weaving the practice with peer coaching for a coursework could be 
another approach of having peer coaching in preservice teacher education. 
Discussion of the Mixed Methods for this Study and Limitations of the Study 
The mixed research methods of interview and survey utilized in this study 
brought forth a number of points for discussion. First, both methods revealed different 
aspects of the target experiences individually and collectively. Interview findings 
provided me with rich description of the width and depth of the experiences. Survey 
findings indicated how many people were thinking in the same direction. The survey 
findings presented an instant snapshot of the moment and a collective, compact picture 
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of what these people were thinking. Therefore, findings from both methods gave me the 
opportunity to compare and contrast the differences and similarities ol the findings and 
to examine the depth of each aspect of the experience. 
Second, both methods innately encompassed their unique gray areas. For 
instance, a few answers in some surveys were accompanied with brief unsolicited notes 
on the side which explained the respondents’ thoughts in the process of decision¬ 
making. When examining the notes, I realized that at times the notes could occasionally 
contradict to the answer chosen. Then I pondered: On what was the final judgment for 
all other answers - the respondent’s overall impression and feelings, personal 
expectations, a certain point of the experience, a certain influential event, a typical or an 
exceptional event, or the current relationship with the targeted object? This deliberation 
inspired me with further questions to pose in interviews. An instance for this was that an 
intern checked ‘I think one supervisory component should be eliminated from the 
practicum; it would be program supervisors.’ At the bottom he/she noted, “Answer 
based on spring semester,” which suggested that this answer had been compellingly 
swayed by the experience in the spring semester and that the fall experience could have 
been different. Another example was from another intern, who rated ‘2’ for mentor 
teacher and ‘3’ for program supervisor in the helpfulness of their supporting interns 
emotionally, with an added phrase “very close” under the two roles, which again 
implied some conflicting thoughts involved in the process of decision making. 
As a researcher realizing that the close choices could have jeopardized the 
validity of the survey findings, the decision I made to deal with this issue was: if the 
participants put two answers jointly, then neither answer would be taken and the answer 
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was counted as missing, but if there was only one answer chosen, then it was accepted 
as it was. On the other hand, this experience urged me to reflect upon myself as a survey 
constructor whether my questions were self explanatory and precise enough. 
Fortunately, this situation happened to only a limited number of the respondents. 
Additionally, as the survey was administered before interviews, interviewees would be 
encouraged to bring up the thoughts they had had during the survey and dig deeper into 
the related experiences. So at this time, I realized that it had been a wise decision to 
incorporate both methods. 
Third, semi-structured in-depth interviews brought me to another experience of 
exploring how people chose to share their experiences and organize their thoughts with 
a researcher. Although literature on in-depth interviewing suggests that an interviewer 
avoid a therapeutic relationship (Seidman, 2004), I noticed that the set of interviews 
instigated a process of healing. Almost naturally, participants who felt they needed to 
vindicate their actions were zealous at venting their feelings. Oftentimes they would 
initially camouflage their subjectivity in rational descriptions. Then after venting, 
somehow a mechanism of introspection was initiated and participants became more able 
to collect themselves and reflect upon the entire encounter objectively. In the final 
interview when a question was posed about how they made sense of their experiences, 
participants tended to become more willing to face their own shortcomings and become 
more forgiving to a counterpart. As a researcher, I put the narratives into a case study as 
much as possible so as to help the audience comprehend the progression of a situation. 
Finally, there was a unique phenomenon about the duration of the interviews - 
the more experienced and enthusiastic interviewees took more time interviewing than 
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the less ones. Findings indicated that most participating program supervisors were 
tremendously enthusiastic and used up or exceeded the scheduled interview times. 
Additionally, the more experienced mentor teachers were or the closer the mentor 
teachers were to the program, the more concerned they were and the more they had to 
say. On the other hand, the more geographically distant mentor teachers were from the 
university, the less they knew about the program and the mentoring expectations. Hence, 
the interviews were shorter. Shorter still were the interviews with interns, who barely 
consumed the full interview times. The duration of interviews, consequently, decreased 
from program supervisors, mentor teachers and then to interns. 
A final note on the methodology: this is a typical phenomenal study that 
examined the targeted aspects of the ECETEC practicum in this specific year based on 
the experiences and perspectives of specific participants. Hence, this study does not 
generalize the experience of the previous year or the years to come of this program, 
especially considering that this program keeps evolving each year. It is even less 
descriptive of the experiences of other teacher education programs, whose structures for 
student teaching are likely to be different. The contribution of this study, however, is to 
describe the structure of this program and generate insights into the experiences of the 
subjects, supported by detailed and rich description of the findings, which could be 
informative for other teacher education programs that are pursuing similar endeavors. 
Recommendations for Future Studies 
To conclude this study, I have a few recommendations for further studies on the 
improvement of the student teaching experience. 
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■ Why, how and when should the peer-coaching concept be adopted to a 
preservice teacher education program? How should it be tailored to meet the 
puiposes of the program? 
■ How do people involved in practicum look at the program as it keeps changing 
over the years? Also, how do leaders of the program respond to the fact that it is 
changing and what challenges they have encountered in the process? How has 
the practicum experience been micro-managed by external educational reforms 
in public schools and state licensure procedure? 
■ The power dynamics and relationships of program supervisors, mentor teachers, 
and interns have been explored in the literature. But what happens when peer 
coaching comes into play and interns need support from program supervisors? 
What do the triad dynamics look like under these circumstances? 
■ It is worth examining how mentor teachers and program supervisors are selected 
for the role, as these people are so influential for the entire experience. Findings 
indicated that a number of problems resulted from selection issues. Once right 
people were selected for the right role, the program could develop a longer-term 
relationship with them and ensure a stronger practicum experience. 
■ The long-term results of peer coaching is a topic worth exploring. Empirical data 
are lacking on this subject. 
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APPENDIX A 
SURVEY CONSENT LETTER 
You are cordially invited to participate in an educational research 
conducted by Hsiu-Lien Lu, a doctoral candidate in the Teacher Education and 
School Improvement Concentration at University of Massachusetts Amherst. The 
purpose of this study is to explore your supervisory experience in a licensure 
program. 
Your participating in this study is completely voluntary. You have the 
right to review the transcript at any time before I finish the final write up and 
before my oral presentation. I will not use your name in the study, as this survey 
is anonymous. 
The survey will take about 10-15 minutes. Thanks for your kind support 
and help in advance! 
(**Please note that the conditions described above are assumed by your completing the survey 
and sending it in to the researcher. Do not do so if you do not understand or agree to these 
conditions.) 
APPENDIX B 
PARTICIPANT INFORMED CONSENT LETTER 
You are cordially invited to participate in an educational research conducted by 
Hsiu-Lien Lu, a doctoral candidate in the Teacher Education and School improvement 
Concentration at University of Massachusetts Amherst. The purpose ol this study is to 
explore your supervisory experience in a licensure program. The results ot this study 
will be part of my doctoral dissertation and may be in manuscripts submitted to 
conferences or professional journals for publication. I am explicitly asking to use your 
words in the papers. 
Should you decide to participate in this study, you will be asked to answer 
questions in two semi-structured in-depth interviews. Each interview will last 
approximately 90 minutes. The first interview will focus on your prior and current 
experiences related to student teaching supervision. The second interview concentrates 
on your experiences of working with other members in CTEP and I will ask you to help 
me understand how you make meanings through these experiences. The interviews will 
be audiotaped and transcribed word-for-word for the analysis and inteipretation of this 
study. The audiotapes will be destroyed once the research is completed. The interviews 
will take place some time during this semester. 
Your rights below will be protected for participating in this research project. 
First, since interviews are moments that you share your lived supervisory experiences, at 
times you might riskily talk about your relationships with other members in the student 
teaching triad. This might put you in an unfavorable situation, should your identity be 
recognized. In order to protect against this risk, a pseudonym will be used to substitute 
your name in my paper and report, but it is unavoidable mentioning about your position 
(e.g., a program supervisor/mentor teacher/student teacher said...). In addition, the 
source of the data collected during this research project will be kept confidential and the 
data will be used only for the purpose of this research. Most importantly, this study is 
completely voluntary and you have the right to participate and withdraw from the 
process at any time. Finally, you have the right to review the transcript at any time 
before I finish the final write up and before my oral presentation. 
By participating in this study, you have a chance to tell your lived experience to 
a person who feels honored and interested in listening and has reviewed a body of 
literature on this topic. In addition, your experience will contribute to the body of 
knowledge that may help support people who share similar experiences with you. 
If you have any concerns or questions about this study, you are very welcome to 
ask me to clarify your doubts. By the moment that you sign this form, I will understand 
that you have read, understand, agree to the terms of this consent form, and have agreed 
to participate in this study. If you wish to contact me with any questions, concerns, or 
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comments throughout this research process and in the future, following is important 
contact information: 
Hsiu-Lien Lu 
990 North Pleasant St. J-21 
Amherst, MA 01002 
413-546-1718 
hsiulien@educ.umass.edu 
Signature of Participant Date 
Signature of Researcher Date 
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APPENDIX C 
SURVEY (FOR MENTOR TEACHERS) 
I. Personal Information: Check the space before the answer you choose. 
1. Iam _female _male. 
2. My age is _20-25 _26-30 _31-35 _36-40 _41-50 
_51 and above. 
3. I am _Black or African American 
_Asian or Asian American 
_American Indian 
_Native Hawaiian or Other Pacific Islander 
_Alaska Native 
_Hispanic or Latino 
_White 
_Multiracial. 
4. My obtained highest degree is _college _B.A. _M.A _ 
Doctorate. 
5. I teach _elementary _kindergarten. 
6. I have been a mentor teacher for_years. 
7. I have taught _1-5 _6-10 _11-15 _16-20 -21-30 
_above 31 years. 
II. Helpfulness: Please rate the helpfulness of the three supervisory components in 
CTEP. 
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8. Rate the degree to which each of the following individuals is helpful in student 
teachers’ learning to teach. 
Not Seldom Sometimes Usually Always Not 
Helpful Helpful Helpful Helpful Helpful Sure 
Mentor Teacher 1 2 3 4 5 6 
Program Supervisor 1 2 3 4 5 6 
Peer Coaching 1 2 3 4 5 6 
9. Rate the helpfulness of the three supervisory components preservice teachers’ 
learning to teach using numbers froml to 3 (the least helpful 1 * * 3 
the most helpful). 
Mentor teacher_Program supervisor_Peer coaching_ 
10. Rate the degree to which each of the following individuals is helpful in student 
teachers’ learning about clinical supervision techniques (referring to the cycle 
of pre-conference, observation, and post conference). 
Not Seldom Sometimes Usually Always Not 
Helpful Helpful Helpful Helpful Helpful Sure 
Mentor Teacher 1 2 3 4 5 6 
Program Supervisor 1 2 3 4 5 6 
Peer Coaching 1 2 3 4 5 6 
11. Rate the helpfulness of the three supervisory components in interns’ learning 
about clinical supervision using numbers from 1 to 3 (the least helpful 1* 
3 the most helpful). 
Mentor teacher_Program supervisor_Peer coaching_ 
12. Rate the degree to which each of the following individual was helpful in 
supporting student teachers emotionally. 
Not eldom Sometimes Usually Always Not 
Helpful Helpful Helpful Helpful Helpful Sure 
Mentor Teacher 1 2 3 4 5 6 
Program Supervisor 1 2 3 4 5 6 
Peer Coaching 1 2 3 4 5 6 
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13. Rate the helpfulness of the three supervisory components in supporting interns 
emotionally using numbers from 1 to 3 (the least helpful 1* + 3 the 
most helpful). 
Mentor teacher_Program supervisor_Peer coaching_ 
14. It’s likely that student teachers’ experience of using the clinical supervision 
techniques will carry over into the practice of their inservice professional 
development. Check the answer. 
Strongly Not Strongly 
Disagree Disagree Sure Agree Agree 
III. Retaintion Perspectives: Check one out of the following statements that you agree 
with the most. 
15. 1 think that 
o _ all three supervisory components are important at various levels 
and should co-exist in the practicum efforts. 
o _ two supervisory components could be eliminated from the 
practicum; they would be_(if 
choosing this statement, please fill in). 
o _ one supervisory component could be eliminated from the 
practicum; it would be_(if choosing this 
statement, please fill in). 
o _ it does not matter to me whether any component is there or 
missing. 
VI. Training: Please choose from the following phrases to complete the statement that 
describes how you were prepared for the role. Fill in numbers. 
16. I feel I was prepared for this role through_(Note: you could 
put in more than one choice). 
/. formal training from CTEP 
2. periodical seminars 
3. orientation from CTEP 
4. reading the program package 
5. my past experiences of being a mentor teacher 
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6. my prior experience of being a student teacher 
7. learning from program supervisors 
8. learning from my intern(s) 
9. learning from my peers 
10. trial and error 
11. other_ 
17. I feel I was well prepared by CTEP for this role. 
Strongly Not 
Disagree Disagree Sure Agree 
Strongly 
Agree 
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APPENDIX D 
SURVEY (FOR PROGRAM SUPERVISORS) 
I. Personal Information: Fill in your personal information or check the space next 
to the answer you choose. 
8. I am _female _male. 
9. My age is _20-25 _26-30 _31-35 _36-40 _41-50 
_51 and above. 
10. I am _Black or African American 
_Asian or Asian American 
_American Indian 
_Native Hawaiian or Other Pacific Islander 
_Alaska Native 
_Hispanic or Latino 
_White 
_Multiracial. 
I am a Master's student doctoral student retired 
teacher others ( )• 
12. I have supervised student teachers for_years. 
13. My obtained highest degree is _college _B.A. _M.A _ 
Doctorate. 
14.1 taught 1-5 6-10 11-15 16-20 21-30 
c? - - - 
_above 31 years. 
II. Helpfulness: Please rate the helpfulness of the three supervisory components in 
CTEP. 
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8. Rate the degree to which each of the following individuals is helpful in interns' 
learning to teach. Check the answer with a “v” on the right. 
Not Seldom Sometimes Usually Always 
Helpful Helpful Helpful Helpful Helpful 
Mentor Teacher 1 2 3 4 5 
Program Supervisor 1 2 3 4 5 
Peer Coaching 1 2 3 4 5 
9. Rate the helpfulness of the three supervisory components interns' learning to 
teach using numbers from 1 to 3 (the least helpful 1 +-► 3 the most 
helpful). 
Mentor teacher __Program supervisor_Peer coaching_ 
11. Rate the degree to which each of the following individuals is helpful in 
interns' learning about clinical supervision techniques (referring to the 
cycle of pre-conference, observation, and post conference). Check the 
answer with an “v” on the right. 
Not Seldom 
Helpful Helpful 
Mentor Teacher 1 2 
Program Supervisor 1 2 
Peer Coaching 1 2 
Sometimes Usually Always 
Helpful Helpful Helpful 
3 4 5 
3 4 5 
3 4 5 
15. Rate the helpfulness of the three supervisory components in interns’ learning 
about clinical supervision using numbers from 1 to 3 (the least helpful V 
3 the most helpful). 
Mentor teacher_Program supervisor_Peer coaching_ 
16. Rate the degree to which each of the following individuals is helpful in 
supporting interns emotionally. Check the answer with an “v” on the right. 
Not Seldom Sometimes Usually Always 
Helpful Helpful Helpful Helpful Helpful 
Mentor Teacher 1 2 3 4 5 
Program Supervisor 1 2 3 4 5 
Peer Coaching 1 2 3 4 5 
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17. Rate the helpfulness of the three supervisory components in supporting interns 
emotionally using numbers from 1 to 3 (the least helpful Y* * 3 the 
most helpful). 
Mentor teacher_Program supervisor_Peer coaching_ 
18. It's likely that student teachers' experience of using the clinical supervision 
techniques will cany over into the practice of their inservice professional 
development. Check the answer. Check the answer with a “v” on the right. 
Strongly Not Strongly 
Disagree Disagree Sure Agree Agree 
III. Perspectives: Check one out of the following statements that you agree with the 
most. 
15.1 think that 
o 
o 
o 
o 
all three supervisory components are important at various levels 
and should co-exist in the practicum efforts, 
two supervisory components could be eliminated from the 
practicum; they would be 
_(if choosing this 
statement, please fill in). 
one supervisory component could be eliminated from the 
practicum; it would be_(if choosing this 
statement, please fill in). 
it does not matter to me whether any component is there or 
missing. 
VI. Training: Please choose from the following statements to complete the statement 
that describes how you were prepared for the role. Fill in numbers. 
16. I feel I was prepared for this role through_(Note: 
you could put in more than one choice). 
12. formal training from CTEP 
13. cohort periodical seminars 
14. orientation from CTEP 
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75. reading the program package 
16. taking a supervisory course 
17. my prior experience of being a program supervisor 
18. my prior experience of being a mentor teacher 
/9. my prior experience of being a student teacher 
20. learning from peers 
21. trial and error 
22. others_ 
17. I feel I was well prepared for this role by CTEP. 
Strongly Not 
Disagree Disagree Sure Agree 
Strongly 
Agree 
APPENDIX E 
SURVEY (FOR INTERNS) 
I. Personal Information: Fill in your personal information or check the space next 
to the answer you choose. 
15. I am female male. 
16. My age is 20-25 26-30 31-35 36-40 41 and 
above. 
17.1 am Black or African American 
_Asian or Asian American 
_American Indian 
_Native Hawaiian or Other Pacific Islander 
_Alaska Native 
_Hispanic or Latino 
_White 
_Multiracial. 
18. My concentration is _elementary _early childhood education. 
19. My major was _. 
20. In the future, I hope to teach in the _urban area _suburban area 
rural area. Or I am_flexible about where to teach. 
II. Helpfulness: Please rate the helpfulness of the three supervisory components in 
CTEP. 
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7. Rate the degree to which each of the following individuals is helpful in your 
learning to teach. 
Not Seldom 
Helpful Helpful 
Mentor Teacher 1 2 
Program Supervisor 1 2 
Peer Coaching 1 2 
Sometimes Usually Always 
Helpful Helpful Helpful 
3 4 5 
3 4 5 
3 4 5 
10. Rate the helpfulness of the three supervisory components preservice 
teachers’ learning to teach using numbers from 1 to 3 (the least helpful P * 
3 the most helpful). 
Mentor teacher_Program supervisor_Peer coaching_ 
12. Rate the degree to which each of the following individuals is helpful in 
your learning about clinical supervision techniques (referring to the 
cycle of pre-conference, observation, and post conference). 
Not Seldom Sometimes Usually Always 
Helpful Helpful Helpful Helpful Helpful 
Mentor Teacher 1 2 3 4 5 
Program Supervisor 1 2 3 4 5 
Peer Coaching 1 2 3 4 5 
19. Rate the helpfulness of the three supervisory components in interns’ learning 
about clinical supervision using numbers from 1 to 3 (the least helpful l<- 
3 the most helpful). 
Mentor teacher_Program supervisor_Peer coaching_ 
20. Rate the degree to which each of the following individuals is helpful in 
supporting you emotionally. 
Not Seldom 
Mentor Teacher 1 2 
Program Supervisor 1 2 
Peer Coaching 1 2 
Sometimes Usually Always 
3 4 5 
3 4 5 
3 4 5 
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21. Rate the helpfulness of the three supervisory components in supporting interns 
emotionally using numbers froml to 3 (the least helpful 1 •* 3 the most 
helpful). 
Mentor teacher_Program supervisor_Peer coaching_ 
22. It’s likely that my experience of using the clinical supervision techniques will 
carry over into the practice of my inservice professional development. Check the 
answer. 
Strongly Not Strongly 
Disagree Disagree Sure Agree Agree 
III. Perspectives: Check one out of the following statements that you agree with the 
most. 
14. I think that 
o _ all three supervisory components are important at various levels 
and should co-exist in the practicum efforts. 
o _ two supervisory components could be eliminated from the 
practicum; they would be__(if 
choosing this statement, please fill in). 
o _ one supervisory component could be eliminated from the 
practicum; it would be_(if choosing this 
statement, please fill in). 
o _ it does not matter to me whether any component is there or 
missing. 
VI. Training: Please choose from the following phrases to complete the statement that 
describes how you were prepared for the role of being a peer coach. Fill in 
numbers. 
23. formal training from CTEP 
24. introduction in the methods course 
25. orientation from CTEP 
26. reading the program package 
27. learning by observing program supervisors 
28. learning by observing mentor teachers 
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29. learning from peers 
30. trial and error 
31. others_ 
15.1 feel I was prepared for peer coaching through 
_(Note: you could put in more than one choice). 
16.1 feel I was well prepared for peer coaching. 
Strongly Not Strongly 
Disagree Disagree Sure Agree Agree 
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